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SUMMARY
The study aims to examine the influence of school regime on 
pupils’ attitudes and aspirations, and to achieve some insight into 
pupils’ perceptions of the schooling process and, in particular, of 
their teachers.
The sample population consists of 501 pupils, boys and girls aged 
twelve to thirteen and fourteen to fifteen. They were drawn from two 
large comprehensive schools within the same new town. The two schools 
were chosen because,in ideology and practice, they tended towards 
opposite poles of the ’Traditional - Progressive* continuum. The 
main objectives of the investigation were to examine differential . 
responses to schooling, and to compare pupil perceptions under two 
regimes.
Questionnaires were administered to obtain indices of school 
commitment, aspirations for the future, home and school variables, and 
personality traits. Additionally, semi-projective techniques were 
devised to gain a deeper understanding of the processes by which pupils 
assess and evaluate their teachers. These were a) a series of nineteen 
video-sequences portraying a variety of teacher roles, and b) a set of 
twelve cartoons of teacher styles.
Pupils completed sentence stems after viewing the video-sequences. 
These open-ended responses provided data for content analysis. The 
analysis goes some way towards revealing the rule-governed processes 
by which pupils assess and evaluate their teachers.
The 'teacher style’ cartoons were used as elements in a Kelly 
repertory grid procedure to elicit significant constructs. Results 
were supportive of those obtained from group procedures. They confirm 
that pupils use a limited set of dimensions in reporting their
perceptions of teachers. 'Control* is the most salient, but 'Quality 
of Teaching'and 'Personal Qualities of Teacher' are also significant.
In reporting on the desirable characteristics of the 'Ideal Teacher] 
pupils indicate that important attributes for a teacher are those of 
'Showing Respect for the Individual' and 'Possessing a Sense of 
Humour.'
The study evinces no compelling evidence in favour of either the 
traditional or the progressive regime, in terms of pupil commitment to 
school. The results from the personality study are inconclusive.
There is some evidence that school regime influences future expectations 
the labelling process inherent in streaming is evident from the data.
In both schools there is a spread of awareness of the need for a 
working relationship with teachers.
What does emerge is that no one school can provide the ideal 
environment for all pupils, some react better to one regime, others 
to a different one, while yet others may be better served in a non­
school environment.
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CHAPTER I 
INTRODUCTION
1.1 Provision of Secondary Education for All, Historical Overview
During the last half-century there has been a growing pre-occupation
with social justice and social equality, a movement away from an elitist
concept to an egalitarian concept of society. This concern has been
reflected in the structure and organisation of the educational system,
and in particular in the development of the comprehensive system of
secondary education in Great Britain since the 1950 s. Opinions have
crystallized round political ideologies and induced the two major political
parties to take up opposing positions. As Bellaby (1977) says, the
impression grew that:
to champion completion of the comprehensive reform, to 
be progressive and to be left wing went together; to 
oppose any of these tendencies was to defend the
'grammar tradition1 and to be right wing. (p.24)
Official statistics show that the percentage of pupils in maintained
secondary schools called *comprehensives* by local authorities rose from
36.5$ to 60$ in 1974^, and to 80$ in 1977 (see Appendix l). The Labour
Government's Circular 10/65, which required Local Education Authorities
(LEAs) to submit plans for the reorganisation of secondary education in
their areas, accelerated comprehensive provision (see graph, Appendix 2).
The rate of change was not impeded by the Conservative Government's
policies between 1970-74, but those LEAs reluctant to change may have been
encouraged in their 'go slow* tactics. The Labour Government subsequently
in power found it desirable to introduce an Act of Parliament (1976) which
made comprehensive reorganisation legally binding on LEAs. In Duly, 1977
the Under Secretary of State for Education and Science reported to the
House of Commons that:
of 97 local education authorities in England, 23 are 
totally reorganised and a further 30 are expected to be 
reorganised by the end of the decade, subject in some 
cases to the availability of resources. Only one local 
education authority - Kingston Upon Thames - has no 
comprehensive schools, (see Appendix 3).
1. The 1971 figures were challenged by the Campaign for Comprehensive 
Education (CCE). By specifying more rigorous criteria for the term 
'comprehensive* they reduced the official figure of 36.5$ to 12$.
The piece-meal re-organisation of secondary education which has taken 
place during the past twenty years has produced a complex system over the 
country as a whole. The 1976 Act aims to reduce the present diversity of 
schemes and to adjust the balance of power between local authorities, 
individual schools and central government, with greater emphasis on 
centralised control. The Green Paper, Education in Schools, a Consultative 
Document (Ouly 1977) was preceded by a series of consultations with "all 
those with an interest in the aims and achievements of our education system" 
This consultation was achieved in two stages. Stage 1, carried out in 
November and December, 1976, consisted of preliminary meetings with a 
limited number of educational and industrial organisations. Stage 2 
consisted of eight regional conferences, held in February and March, 1977.
The production of this Green Paper is indicative of the Government's :
and the country's disquiet about the lack of clarity of educational aims
and the inadequate monitoring of new procedures. The authors of the
document reject:
the mindless egalitarianism which held that all children 
ought to be studying the same kinds of subjects through­
out their years of schooling and should be tested by a 
common examination system.
The four subjects designated for debate were:
1. The School Curriculum 5 - 1 6
2. The Assessment of Standards
3. The Education and Training of Teachers, and
4. School and Working Life.
Proposals in the Green Paper are discussed under these four headings. The
underlying philosophy is echoed in these words:
Both the primary and secondary comprehensive schools 
seek to offer equal educational opportunities to all 
children. What they make of these opportunities 
depends upon their motivation, their willingness to 
work and the interest taken in them by their parents 
and families, (p. 4)
This is very different thinking from that which had been evidenced in the
Norwood Report of 1943, in its recommendation for a tri-partite system of
education:
English education has in practice recognised the 
pupil who is interested in learning for its own 
sake .... Such pupils, educated by the curriculum
commonly associated with the Grammar School, have entered 
the learned professions or have taken up higher 
administrative or business posts .... The history of 
technical education has demonstrated the importance of 
recognising the needs of the pupil whose interests lie 
markedly in the field of applied science or applied art ....
There has of late years been recognition, expressed in the 
framing of curricula and otherwise, of still another grouping 
of pupils, and another grouping of occupations. The pupil 
in this group deals more easily with concrete things than 
with ideas. He may have much ability, but it will be in 
the realm of facts, (pp. 2-3)
Assumptions about hereditary determinants of ability, implicit in the statements
above, influenced the committee in its recommendations:
In accordance with the principle of child-centred 
education, the definition of 'secondary education* 
should be enlarged so as to embrace three broad types 
of education, each type containing within itself the 
possibility of variation and each school within the 
type offering alternative courses, (p. 139)
It also recommended, naively, as it transpired, that all three types of
school, viz. the Secondary Grammar School, the Secondary Technical School
and the Secondary Modern School: "should be accorded all the variety which
amenities and conditions can bestow", (p. 139). Events have shown the
impossibility of attaining this parity of esteem when the three different
types of school lead to three different types of occupation with differential
status.
The institutionalised shifts in.emphasis and philosophy have also been 
reflected at the micro level, in the attitudes towards the within-school 
relationships.
Schiller, writing in the Times Educational Supplement (TES) states 
unequivocally:
The task of the school is to find out what each boy and 
girl can do, sort them out into classes accordingly, 
give each class the sort of work that interests them 
and is within their powers, and then let each class 
flow each year through the school like a stream.
Edward Boyle's foreword to the Newsom Report (1963) states:
All children should have an equal opportunity for 
acquiring intelligence, and of developing their 
talents and abilities to the full. (p. iv)
Referring to a different age group, yet nevertheless reflecting the
opinions of a large body of educationalists, the authors of the Plowden
Report (1967) state:
A school is not merely a teaching shop, it must transmit 
values and attitudes. It is a community in which 
children learn to live first and foremost as children 
and not as future adults .... It tries to equalise 
opportunities and to compensate for handicaps, (para.505).
1.2 Ideology
The foundation for the child-centred view of education is often 
traced back to Rousseau's Emile (1762) although, it is recognised that he 
drew heavily on ideas from earlier ages. He was part of the movement which 
popularised the view that the individual child should be given opportunities 
to 'discover' and 'follow* his own impulses. This liberal view was 
developed by many educationalists, including Pestalozzi, Froebel, Dewey 
and Montessori, whose writings not only encouraged change and innovation, 
but also offered practical proposals on how this might be achieved. The 
strongest influence on practice was probably that of Froebel whose ideas 
were mediated through the Froebel teacher-training colleges. At the same 
time the writings of Freud were provoking a re-interpretation of childhood 
and child behaviour. Reduction to a disorder within the person, or 
reference to 'bad blood* had been the kind of explanation offered for 
maladaptive behaviour in the past. Freudian theory and psychoanalytic 
practice provided the basis for a deeper understanding of the emotional 
life of the child.
The theories advanced by Freud and his disciples influenced attitudes 
rather than specific classroom techniques, although the latter were affected
by writings of educationalists such as Susan Isaacs who worked in the psycho­
analytic tradition. Teachers, and perhaps more importantly, the decision­
makers who control resource allocation, recognised the desirability of 
enlarging children's experience and involving them more actively in the 
learning process. Susan Isaacs (1930) wrote:
I have no doubt that the deeper understanding of the 
emotional life of children which psycho-analysis has 
yielded will help to provide a more adequate psycho­
logical foundation for educational reform; ....
Educational reform has not had to wait for psycho­
analytic knowledge, although the latter has undoubtedly 
influenced educational thinkers of recent years in 
certain broad and indirect ways, such as by its 
emphasis upon the significance of the child's feelings, 
whatever these be, and of the imaginative life, what­
ever form this takes. Psychoanalysis has already
contributed a great deal to the general re-valuation 
of the various aspects of mental life as a whole, in 
favour of feeling and activity as against an inactive 
mechanical learning or a crude intellectualism.
In some instances, mistaken interpretations^ of the concept of repression
led to undesirable educational practices which supported the granting of
excessive freedom, permissive rather than progressive. Isaacs (1930)
herself emphasised the danger of confusing external restraint or inhibition
with the internal and unconscious mechanism of repression:
.... the idea that if we leave the child entirely free 
to do what he likes we are thereby 'avoiding repression* 
is a mistaken one, since, as I have already shown, this 
simply leaves the child at the mercy of his own 
primitive super-ego, with all its accompanying 
phantasies of retribution. We do not, and cannot leave 
him free to the expression of simple, uninhibited 
wishes, as is sometimes imagined.
The broad stream of educational thought and practice arising out of
the Romantic era, modified by ideas of community, may be seen to have permeated
two main areas; one the kindergarten child development and activity
movements of the past hundred years; the other, the progressive education
movement, at its most developed in a small number of independent and
private schools, mainly in Western Europe and North America (e.g. Summerhill
and Dartington Hall, in England). The progressive ideology percolated
through the British primary school system and came to influence many of
the practices in the secondary schools. Traditional ideology was attacked
on the following grounds:
Its aim was to see that a body of knowledge was 
learnt and memorised.
Its method of testing was by recall of what had 
been taught.
The relationship of teacher and pupil was strictly 
formal, not personal.
Attitudes of the pupil to what was learned were 
irrelevant.
The teacher dominated in subject matter, procedure 
of learning and discipline. No responsibility was 
allowed to pupils.
The pupil was assumed to know nothing, and was 
expected to be passive basically.
If control were relaxed the pupil would behave 
wildly like a young animal.
What went on in school was preparatory to serious 
living, and had no immediate connexion with it.
Children were the same at any age, so roughly the 
same manner of presentation would suffice for 
school life.'*'
- L.R. Perry (ed.), Four Progressive Educators (London: Collier 
Macmillan, 1967), p.  15-16,
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Reformers like Neill and.Lane drew heavily on psychoanalytic concepts 
while Russell and Kilpatrick depended more on antecedents of behavioural 
psychology. All these four paid attention to discoveries in developmental 
psychology and the psychology of learning. They criticised the traditional 
ideology because, amongst other things, it remained ignorant of new 
knowledge which might help to improve educational practice.
Attempts at implementation of the progressive ideology in the public 
sector of education met with strong opposition from parents and other 
interest groups. This was experienced for example by Duane of Risinghill 
School, London, MacKenzie of Braehead and Summerhill, Scotland, and 
McMullen of Comtesthorpe College, Leicestershire, These schools were 
perceived not as preparing their pupils for adult life but as throwing out 
a fundamental challenge to an established way of life.
Finn, Grant and Oohnson (1977,)’ maintain that this reformist strategy
had no chance of success, in the first place because the Labour
government was committed to managing and reforming a capitalist society;
secondly, because the pace of reformism was limited to the economic
capacities of the nation, which by the 1970 s were declining; and, thirdly,
policies of egalitarianism were bound to fail politically since they were
not successful enough either to win the support of the expansionist and
modernising elements of the middle class or the employers, nor where they
radical and popular enough to promote working-class support. They write:
The social reforming tendency in the party's ideology 
does this .... (devalue the common sense of the parental 
culture) .... in an absolutely insulting way, .... At 
the same time progressivism has rendered schooling more 
and more esoteric. In this way, Labour's whole 
educating stance .... has opened up massive opportunities
for a demagogic, anti-bureaucratic, anti-statist Toryism.
(p. 19D)
Failure to stem the transmission of inequalities believed by some 
reformers as being due in part to the practices and organisational 
policies within schools has promoted the development of a radical 
reconstructionist approach which has introduced a new dimension into the 
previous traditional-progressive dichotomy. It has been fuelled in Britain 
by the realisation, supported from the mid-1950s by an accumulation of 
sociological data from different research surveys, that students with
working-class origins wars under-represented in academic secondary schools 
and universities in proportion to their numbers within the total population. 
The concept of 'meritocracy' has been questioned on the grounds that only 
the 'conforming' 'clever* working class pupil will 'make it* and will 
have the 'equal opportunity to become equal* (with the middle class child). 
Entwistle (1978) writes:
The meritocratic conception of equality of 
opportunity intimates nothing of a classless society; 
its aim is not classlessness, but one of giving every­
one a better chance of being re-classified socially.
That is, the meritocratic principle of social mobility 
merely legitimises inequality, making its continued 
existence acceptable as a kind of safety-valve, (p.ll)
The apparently progressive movement from elementary schooling towards 
universal comprehensive education is seen by many radicals as a confidence 
trick perpetrated by the middle class, creating blind alleys for the vast 
majority of working class children. Schools are denigrated as transmitters 
of middle-class values, partly through curriculum organisation and content, 
and partly through 'the hidden curriculum', the disciplinary ethos of the 
school. They are seen as positively reinforcing the structure of disadvantage 
they inherit. Reconstructionists advance the possibility of social renewal. 
Skilbeck (1973) discusses how far and in what ways an educational system 
may be regarded as a significant force for planned change in a society.
He believes that the three aspects of schooling, the curriculum, internal 
school organisation, and styles of teaching and learning, are all crucial 
in making modifications and developing selected cultures. He compares the 
concerns of a classic tradition of schooling with those of a romantic 
tradition as being due to:
An emphasis on l) standards of performance as opposed to
expression of ideas,
2) structure, not style
3) unity, not diversity
4) excellence, not excellences
5) rationality not experience
6) high culture not sub-cultures.
Skilbeck (1975), in the reconstructionist tradition, believes that 
in-services courses should be provided: "where teachers are encouraged to 
examine their own teaching, to redesign curricula and to relate their 
work to the systematic analysis of contemporary cultural movements". He
proposes an additional role for teachers as agents of change and renewal,
as opposed to transmitters of fixed bodies of knowledge. While recognising
that some may shrink from this role he issues the dire warning that:
unless teachers can learn to adopt this role and to 
take up the challenges that go with it, the effectiv/eness 
of the school as a means of educating the community will 
.rapidly diminish as other and more persuasive forces take 
over. (p. 35)
These proposals rest on the assumption that educational institutions are 
fluid and modifiable and that human beings are plastic, malleable and have 
extensive potential for growth. An alternative view aims at producing 
pupils who are obedient, docile and hard-working, motivated by competition 
and the desire to achieve success in public examinations. It is problematical 
to what extent the teaching force in Britain embraces the former view-point, 
nevertheless the changes that have taken place in the organisation and 
structure of secondary education and in the demands and expectations of 
society have forced those working in secondary schools to re-examine their 
ideologies and practices.
1.3 Practical Applications
Shifting thefocus of attention to the *micro*, interactional or 
transactional level of the schooling process, one finds the hope often 
expressed that it might be possible within the school environment to 
discover the true needs of pupils, especially those aged 13 - 16, of average 
and less average ability, and the best means of accommodating them. This 
appears a forlorn hope in some areas where reports circulate of schools and 
teachers having to face the threat of large groups of alienated pupils, 
forced to continue with full-time education after they have long since 
dismissed the relevance of such a process.
Hargreave!s (1967) work in a Manchester Secondary Modern School and 
Lacey*s (1970) in a northern Grammar School drew attention to the damaging 
effects of alienation and the creation of two sub-cultures. In the 
Secondary Modern School there were the committed, conforming A-stream 
pupils and the C-stream pupils, often non-conforming members of a 
delinquent or delinquescent sub-culture. This concept is present in semi­
official terminology, viz. the Newsom Child, the Rosla Child. It is also 
confirmed in practice where the inexperienced newcomer or the temporary 
supply teacher might be given the C-stream to teach.
On the amalgamation of existing Grammar Schools with Secondary Modern 
Schools, it became the convention, in some instances, for the previous 
Secondary Modern teachers to be given the less able groups on the grounds 
that *you know how to deal with them, you have the expertise* - for which 
read *the less we have to do with these b...., and the more time we can 
spend with our scholarship sixth the better*.
These unhappy mergers forced all sorts of compromises which did not 
augur well for the future. Mixed ability teaching, usually in the lower 
status subjects of Physical Education, Art, Music and Crafts, various 
forms of banding and non-streaming were ad hoc organisational attempts to 
cope with the difficulties, without adequate research into the respective 
merits of the various systems. In the early days of secondary re­
organisation, mixed ability was introduced without a careful examination 
of the difficulties inherent in such a method, and without the provision 
of appropriate resources and in-service training.
School heads adopted various strategies for survival and for development 
as they ‘went comprehensive1. Some were motivated by clear goals and their 
own brand of idealism, others, true to the English tradition in education, 
allowed the god of pragmatism to be their guide.
The Head of one of the comprehensive schools used in the present study, 
Progmor, has suggested the adoption, not of the Equal Opportunity Principle, 
but of the Equal Value Principle. He writes: ”... for me it is the king­
pin of the comprehensive movement. The ‘Equal Value Principle* frees us 
from pretending that children all have the same talents or defects or 
needs ... there is a clear and important implication, which is that the 
education of all children is intrinsically of equal value.” He suggests
that the general aims of all education should be to help all children
towards:
1. understanding of themselves,
2. understanding of others,
3. development of themselves, and
4. development of good relations with others. <
He maintains that if we attend to these four aims we shall educate
our children well, and:
insofar as the children are well-educated, they will 
make a better world, they will decide what it is to be 
like, and that*s what teachers are for.
These high ideals did not always inform reorganisation. Robinson, writing
in Education Guardian (1973) states:
However, even where comprehensive schemes have been 
introduced there is disquieting evidence that the 
elitism of the ‘old system* has crept back. The pre­
occupation with streaming, with examination success, 
the lack of career guidance or imaginative syllabuses, 
the dispersal of buildings and pupils in a way which 
reinforces elitist identity are signs of the enemy 
from without having become the enemy within. It is 
time for a review of how the comprehensive principle 
is working in practice.
There is ample evidence of the variety of what counts as comprehensive 
schooling in Great Britain today, a variety which makes it difficult to
define the term, as there is euch great ambiguity in its usage. Bellaby 
(1977) writes:
There are competing definitions. One extreme resists 
all academic differentiation: comprehensives cannot 
coexist with selective schools; and streaming violates 
the principle. The other extreme accepts a measure of 
differentiation between and within schools as consistent 
with a comprehensive education system, (p. 18)
To employ streaming, or banding, suggests a view of ability as a 
fixed and determinable commodity, with each individual having his own 
educational ceiling. Hereditary influences are seen as being stronger than 
environmental ones. On the other hand mixed ability teaching, while aiming 
at social integration, also seems to demand a greater degree of social 
adjustment and maturity than some pupils are capable of. Different practices 
may rest on academic differentiation, assumptions about the common care of
i
the curriculum, the desirability of pupil assessment. Ambiguities may 
arise concerning the organisational form of a comprehensive system, as 
Bellaby indicates:
In one view it is the content of education in the 
schools, rather than the outward form, that determines
whether comprehensive schooling is going on......
There is disagreement about whether 'comprehensive1 
means 'in the same school* or_ 'in the same way* or more 
technically whether academic differentiation inside 
schools is consistent with the comprehensive 
principle, (p. 18)
U/e have to look beyond the outward forms to the 
innermost working of a school to discover whether 
comprehensive schooling exists there, (p. 19)
1.4 The Present Study
The aim of this study is to do precisely this, to examine closely the 
working of two comprehensive schools, Tradley and Progmor, within the 
limits of the resources of one research worker, and to gain some insight 
into the differential effects, if any, of the two schools on the attitudes, 
performances and expectations of pupils in the schools. The question will 
be posedj to what extent does the school by its declared philosophy and 
its implicit values, and through its structure and organisation, influence 
and shape the attitudes and performances of the pupils in the selected 
sample.
Kirk (1965) cited by McDill, et. al., (1966) writes: "The student
internalises liberal, progressive, political and economic values of the
faculty and student body". Wilson (1959) cited by McDill, et al. (1966),
referring to a boys* school, writes:
The value climate of peer group norms affects the 
academic achievements, aspirations, occupational 
choice and political preferences, even when 
personality and social background factors are 
controlled.
Coleman (1966) proposes an opposing point of view:
Family background and personality characteristics 
exert more independent influence on academic 
performance than does school.
McDill, et al. (1966) also believe that:
An important factor is that of the value and 
commitment that parents (and the larger community) 
have to the quality of education.
while Himmelweit (1969) unequivocally states:
The school to which he is allocated influences far 
more his life chances than do his ability, social 
class, motivational states or personality.
Miles and Shipworth (1972) in their search for "some correlates of academic
performance of pupils in secondary schools" arrived at the following
conclusions:
Parental attitudes are more influential than home 
circumstances, which are in turn more influential 
than schools and teachers. Social class is universally 
a concomitant variable; socio-economic status has a 
greater influence during the later stages of a 
secondary school career. The potential number of 
single variables which may be shown to correlate with 
attainment is enormous.
The classic study of students at Bennington College undertaken during
the four-year period 1935 to 1939 by Newcomb (1943) provides further insight
into the process of attitude change, mediated through a college community.
He focused on the personalities of the students and posed the problem:
What kinds of personal characteristics, in any student 
community, determine those social relationships which 
in turn lead to varying reactions to proposed social 
changes, (p. 12)
From the evidence of the study he deduced that:
Certain sets of personality conditions were shown to 
be related to acceptance and to non-acceptance of the 
dominant attitudes in that community, (p. 170)
While it is not possible of course to generalise from the findings of a
longitudinal study of young American female graduates living in a prestige
college undertaken in the nineteen thirties to a mixed comprehensive school
I
of younger students living in a different environment in England, it does 
suggest another dimension of influence.
As social relationships influence attitude change and behaviour, it
is important to be aware of Silverman's (1970) statement:
Social relationships within organisations arise out 
of the interaction of the participants and may exhibit 
various levels of consensus and conflict and of co­
operation and coercion, according to the nature of the 
expectations and the ends of the actors. Social change, 
either in the involvement of particular actors or in a 
prevailing set of expectations, occurs as the outcome 
of social action in which members have different 
symbolic resources at their disposal and call upon a 
changing stock of knowledge within the wider society.
(p. 222)
Studies conducted within a Social Action Framework might help to elucidate 
the processes by which a change in ethos and practice in an educational 
setting are interpreted by individuals in that setting.
This investigation is in effect a case study of the two schools, and 
while the results may not generalise to the British Educational System as 
a whole it is hoped the methodology and results will point the way to more 
extensive research. The debate continues about the respective merits of 
traditional or progressive forms of education, but there is little empirical 
evidence to support one view point or another. The position may be so 
complex as to defy analysis, for assumptions have to be made about the aims
of education, the nature of man and the desired mode of societal structure 
and function in a dynamic situation, before the efficiency and success of 
a system can be measured.
The two schools have to be viewed within the dynamic structure of 
post-war educational reform. Both were co-educational,comprehensives 
serving two separate neighbourhoods of the same New Town Development. They 
were chosen because of their apparent orientation towards opposite poles of 
two relatively orthogonal continua.
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FIGURE 1 : School Climate. Two-Dimensional Model
The ;ethos of Tradley appeared to be traditional and conservative.
Its policy of streaming and allocation of resources indicated an emphasis 
on 'standards1 and 'the cult of meritocracy*. Progmor, on the other hand, 
at the time of this study, had moved from a similar orientation into a 
progressive phase in which mixed ability teaching was being promoted and 
in which resources were being re-allocated on a more equitable basis. 
During the time the data was being gathered for this study there was 
evidence of some infiltration of the reconstructionist ideology into some 
areas of the school curriculum.
The placing of the two schools in the positions shown in this space 
is partially subjective inference, guided by evidence gained from 
unstructured interviews and observations, from official and semi-official 
documents, press reports and multiple impressions gained while collecting 
data in the two schools. In addition, objective data, indicating patterns 
of similarities and differences, is available in the form of examination 
results, percentage staying on into the sixth form, and extent of
absenteeism.
A cross section of boys and girls in two age groups - twelve to 
thirteen year-olds and fourteen to fifteen year olds-was studied because . 
many researches have indicated a falling off of interest and commitment to 
school during these years of puberty. The intention was to examine any 
possible variation in pattern due to school ethos.
The analysis and interpretation of psychometric data collected from 
the two schools during the academic year 1973/74 constitutes the main body 
of the research. The measures used are concerned with dimensions of 
responsiveness to schooling, personality factors, socio-economic grouping 
and degrees of parental encouragement. Indices of intellectual ability, 
school attainment, teachers' evaluations and demographic data have also been 
obtained. The justification for the analysis and conclusion rests on the 
degree to which these measures are both valid and reliable.
In research of this kind one is very conscious of the difficulty in 
obtaining responses which are true representations of pupils' beliefs, 
values and attitudes. It is important to try to understand how pupils 
themselves interpret the school situation and how they respond to the 
teachers' definitions of what constitutes success. Their mode of con­
structing the reality of the school situation determines their responses 
to what is offered by the school and the teachers within it, who may have 
very different constructions of the same situation. At the same time one 
must be aware of the possibility that particular institutions, e.g. 
schools, may generate their own distinctive forms of consciousness, so 
acting as a very strong influence on the construing of their pupils.'*’
Innovation cannot be fully implemented, nor attitudes and behaviour 
changed, without the support and active co-operation of the participants 
whether achieved voluntarily or by planned behaviour modification. Schutz's 
(1973) typification model will be invoked to examine the extent to which 
pupils are aware of the intended consequences of the different school
1. The concept of the construction of reality is derived from the work 
of P.L. Berger and I. Luckmann in The Social Construction of Reality 
(London: Penguin, 1967).
regimes and the degree to which they are prepared to be influenced by the
policies proposed. Kelly's (1955) Sociality Corollary illustrates the
basis on which interpersonal understanding and interaction may proceed,
e.g. between teacher and pupils:
To the extent that one person construes the construction 
processes of another, he may play a role in a social 
process involving the other person.
Clarification will be sought on the construct dimensions used by pupils in
appraising teachers, and whether these are differentially employed according
to school ethos, age or sex.
To facilitate the phenomenological approach, a semi-projective technique 
was designed for use with the two age groups being studied. This was also 
used with small samples of sixth formers from the two schools. The 
objective was to achieve some understanding of the way in which pupils 
perceive teachers and the social climate of the classroom, and of the 
typification process followed by pupils in developing their appraisals of 
teachers. An investigation of pupils' attitudes to rules and to the 
legitimate authority of the teacher was made to establish whether there 
was any development of reciprocity in teacher-pupil relationships, whether 
there was any progression from a passive acceptance of the teacher as 
directly responsible for classroom climate and discipline to an active attitude 
of greater pupil participation and autonomy. Progressive ideology assumes 
the possibility of accelerating this growth to maturity.
In the present investigation of the influence of School Ethos, the 
pupils' attitudes to school constitutes the dependent variable. Factors of 
school (2 schools), age (2 age groups) and sex operate as independent 
variables. A series of factors operate as intervening variables: viz:
1. Environmental Variables
(a) Social class
(b) Size of family
(a) Position in family '
(d) Status of family residence
(a) Social class concomitants
(f) Parental support
2. School Variables
(a) Absenteeism
(b) Teachers1 evaluations
(c) Ability scores
(d) Attainment scores
3. Personality Variables
(a) HSPQ First Order Factors
(b) HSPQ Second Order Factors
4. Antecedent Variables
(a) Middle School origin
5. Future Expectations
(a) Pupils* expectations
(b) Perceived parents’ future expectations
The relationships between the independent variables, the intervening variables 
and the pupil’s commitment to school will be examined separately and in 
interaction.
Pupils’ and Perceived Parents’ Expectations will further be treated as 
dependent variables. The influence of Ethos, Age, Sex, Environmental,
School and Personality Variables on these dependent variables will be examined 
separately and in interaction.
Examination of pupils’.perspectives will be undertaken by means of semi- 
projective techniques. Content analysis of sentence completion items, 
secured in response to video-sequences of a variety of teaching styles, will 
provide the basis for investigation of school, age and sex influences on 
pupils* reported appraisal of teachers. Pupil responses to an ’Ideal Teacher* 
questionnaire will be used to determine the extent of progression from 
dependence to autonomy in the teacher-pupil relationship. The influence of 
school, age and sex on this progression will be examined.
The procedures outlined above are of necessity group activities. An 
idiographic approach was adopted to identify individual pupil perspectives.
For this purpose, cartoons of twelve different teaching styles were prepared 
and used as elements in a Repertory Grid elicitation of pupils1 constructs. 
These responses will be analysed separately and also in the context of 
school, age and sex variables.
As previously stated there have been many variations in interpretation 
of what constitutes ’comprehensive schooling* and many varieties of 
implementation of ’comprehensive reorganisation* sometimes without adequate 
attention to supporting or negating evidence. Practice has often been 
founded on ideology without theoretical substantiation. This research is 
an attempt in a small way to remedy this defect and to supply some empirical 
evidence for the influence of two types of organisational structure, based 
on two different interpretations of ’comprehensive schooling*.
The study is informed by conceptualisations drawn from sociology, 
psychology and education. This seemed the most appropriate procedure in 
view of the present state of educational research, the lack of appropriate 
models for conceptualising classroom interaction, and the complexity of the 
classroom situation. Ausubel (1953) maintained that a science of pedagogy 
did not yet exist and stressed the importance of formulating a research 
methodology in pedagogy at the applied level of operations at which it 
functions.
CHAPTER II
CHARACTERISTICS OF PARTICIPANTS IN THE EDUCATIVE. PROCESS
REVIEW OF OTHER WORK
2.1 The Aims of Education
Three general purposes may be defined as constituting the aims of
education. The major general purpose may be distinguished as that of
socialisation - to train members of the group into the cultural pattern
which is dominant in the group - the pattern of interaction in relationships,
conventions and institutions and the relationship between an individual and
his society. The socialisation process may be directed towards preparing the
elite for their proper place in society, and at the same time preparing the
under-dogs to ’know their place’. Lawton (1973, p. 42) writes:
Despite the fact that we have officially moved away from 
a ’two nations' view of education, the present system of 
education not only continues to give upper and middle 
class children access to preferential occupational 
placement (as has been well documented by sociologists), 
but the education system continues to socialise the 
children of the upper strata into elite values and elite 
ways of thinking - the reality system of the ruling 
class.
Conversely, working class pupils are frequently kept 
different by the educational system, despite its ideals 
of equality (only a few are deliberately sponsored and 
re-socialised into values of the sponsoring group); 
this is made easier by the fact that the working class 
can be seen by teachers as a group with a view of 
reality different from the view of reality of the 
educators.
When, as today in Great Britain, the 'social character* is changing or there 
are alternative 'social characters* within a given society, the role of the 
educational system may not be so clear cut in purveying systems of values, 
group-loyalties, authority, justice and ethical purposes of living. The 
demands of a multi-racial, pluralistic society create a new set of problems 
and a new definition of role requirements.
A second purpose of education is to teach the child the general
knowledge and the attitudes appropriate to enable him to function as an 
educated person. An examination of this purpose reveals another large 
area of controversy. Is it sufficient to base the school curriculum on 
the seven forms of knowledge proposed by Hirst (Hirst and Peters, 1970), 
or on some other groupings? To what extent and at what stage of development 
is there need for some form of integration and overlap? How far should 
emphasis be placed on education for its own sake, and education as preparation 
for adult life?
A third purpose of education is to teach the child a particular skill 
by which he can not only earn his own living, but also contribute 
positively to the wider society.
2.2. The Schools
2.2..1 The Evolution of Secondary Education
The context of education in Britain has changed and evolved as the 
prevailing ideology has changed. These perspectives are elaborated in 
the plethora of reports that have been submitted to successive governments 
throughout the nineteenth and twentieth centuries. The first English 
schools from the late sixth century were primarily of a vocational nature, 
to train priests and monks for the Church, but by their nature they also 
implied a particular form of social training and a defined area of 
acceptable knowledge. Education remained vocational, but gradually from 
medieval times onwards some of the Church control has been replaced by more 
liberal elements. The emphasis still remained on educational provision for 
a small influential group, while vast numbers remained illiterate. There 
were some notable cases of individual working class boys getting patronage 
for a university education because of outstanding promise and merit.
With the increasing urbanization of the seventeenth and eighteenth
centuries education for the working class came to be seen as a form of moral
rescue and moral instruction. These efforts were infused by a sense of
missionary zeal and informed by the concept of inherited and pre-destined
status and condition:
To every class we have a school assign'd,
Rules for all ranks and food for every mind.
(Crabbe, 1965, p. 156) .
Some change of attitude was apparent at the beginning of the nineteenth
century. Lawton (p. 94) writes:
Thus the most likely motives behind the first 1833 
government grant to education were a religious desire 
to save souls, the beginnings of a humanitarian 
feeling that human beings should not be completely 
abandoned to their own limited environments, fear of 
living in the midst of an uncivilised proletariat, 
and the purely utilitarian needs of factory owners.
As the Industrial Revolution gathered momentum, the working-class 
became more organised. Their demands for improved educational facilities, 
together with increased representation and the needs of an expanding and
changing economy produced somB re-organisation of secondary and university
education. There was some progress towards universal educational provision,
an education that was more liberal in form and content. The 'public
educators' may have been motivated by self-interest; the 1870 Forster
Education Act states:
Our future masters .... should at least learn their 
letters .... and .... upon the speedy provision of 
elementary education depends our industrial prosperity.
The form of secondary school provision has continued to be influenced 
since that time by the pre-occupation with devising means to sort and grade 
pupils (to separate the sheep from the goats). The Hadow Report of 1926 
envisaged three types of secondary school:
(a) grammar schools with the traditional grammar school curriculum
(b) selective central schools with four-year courses
(c) non-selective central schools.
There was no concept of a common curriculum, instead there was an acceptance
of the view that different types of children existed who should be kept
apart in different kinds of school. Both the Spens Report of 1938 and the
Norwood Report of 1943 endorsed the recommendations of the Hadow Report
for restructuring secondary education into a tripartite system. This
became official policy after the 1944 Education Act,^ a policy which
prolonged the divisive nature of secondary education and delayed recognition
of the need to treat children as individuals, not as examplars of
particular classifications. As Lawton (1973, p. 42) writes:
It is no exaggeration to say that the Hadow-Spens 
thinking dominated the development of the curriculum 
immediately after the passing of the 1944 Education 
Act, and has continued to exert a distorting influence 
on the way that comprehensive schools are organised 
today and the way in which the comprehensive schools 
still tend to divide children into different groupings 
who need different kinds of curricula.
The tripartite system, with its attendant selection processes, was founded on
pseudo-psychological grounds, based on a pattern of thinking drawn from a
rigid class society, with its grading by birth leading to the high-status
occupations. The changing nature of post-war society, with increasing
1. The 1944 Education Act committed the Government to a policy of 
secondary education for all, appropriate to each pupil's age, 
ability and aptitude.
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demands for democratisation of all forms of life in Britain, has brought pressure 
for reform. This has been assisted once again by the same self interests that 
operated in 1B70: the need for education as an 'investment1 to serve the 
economy, to provide talent for the national drive for higher production and 
greater exports.
Sociological and Educational Research of the 1950s and 1960s has
demonstrated the significant influence that social class exerts on educational
attainment and social mobility. Notable in this respect are the findings of
Jackson and Marsden (1962) and Douglas (1964). Eggleston (1977) reviewing
the literature, writes:
The social distribution of education identified by the 
research of sociologists became re-identified as the 
social maldistribution of educational opportunity.
Conflicting use was made of the reports by groups representing different
ideologies, but the advocates of secondary school reorganisation used the
evidence to particularly good effect. The government of the day was
persuaded to take a firm line on secondary reorganisation on comprehensive
lines. In 1965 the famous Government 10/65 circular was issued asking local
authorities to submit plans for re-organisation. Yet five years later only
a small porportion of secondary school children were in schools unskimmed by
selection and the rate of opening of new comprehensives was falling. Since
1970 the progress of secondary re-organisation has had an even more chequered
history. The Conservative Government's Circular 10/70 made it possible for
local authorities who were conservative in nature to 'drag their feet1 and
either mark time or even reverse some of the programmes for re-organisation.
The 1976 battle at Tameside illustrates how important the political issues
are and how little account may be taken of educational aims'1’.
1. The Conservative controlled Tameside Council voted to abandon at the 
last minute the comprehensive secondary scheme, drawn up before the 
council changed from Labour to Conservative control in Hay, 1976, for 
introduction in September, 1976. The legality of this procedure was 
challenged by Fred Mulley, the Education Secretary, under section 68 of 
the 1944 Education Act. This Section permits the Secretary of State to 
intervene if he is satisfied that a local authority is acting or pro­
posing to act unreasonably. The High Court ruled in favour of Mr. Mulley 
on July 12th but on July 26th the Council won their appeal against this 
decision. The Court of Appeal granted permission for the council to 
select pupils for 240 proposed grammar school places out of 800 applicants. 
Hr. Mulley thereupon sought leave to appeal to the House of Lords where 
his application was heard on July 30th but refused. He then applied to 
the House of Lords for a hearing but on the 2nd August five law Lords 
decided unanimously that Hr. Mulley had acted unlawfully in directing 
Tameside Council to abolish its grammar schools and reorganise them as 
comprehensives. On August 9th selection started ready for the Autumn 
term, due to start on September 1st.
Information obtained from T.E.S. 4th June. 1976 to 13th August. 1976.
Advocates of the comprehensive system of schooling conceived of it as 
being instrumental in reducing class barriers and inequalities and in 
abolishing social exclusiveness, narrowness and rigidity of the academic 
tradition. The practice of unstreamed, mixed ability teaching suggested 
the possibility of more flexible teaching methods which would promote a 
more co-operative atmosphere, help the average, less able and culturally 
deprived child. These desirable outcomes were not always realised in the 
forms of re-organisation which took place. Many schools merely extended, 
or tried to extend, the middle-class grammar school provision toargreater 
proportion of the school population. Conflicting ideologies, opposing 
pressure groups and ill-defined objectives may have contributed to the mis­
givings and disquiet about the success of the comprehensive system. This 
disquiet has been expressed in various publications, e.g. the Black Papers 
and has finally led to the 'Great Debate1 of 1976/77.
2.2.2 School Influences on Commitment and Alienation
The form of schooling is important for it may influence not only the 
academic progress of the pupil but also his personality, his system of 
attitudes, values and beliefs, his social and moral development and 
adjustment. The structural features of the school system, school 
organisation, streaming policy, etc., may have a strong determining effect 
on a child's commitment to school, on his attitudes and on his self-esteem. 
The attitudes of the staff and their expectations may also affect pupil 
attitudes and degrees of self-esteem. The content of the curriculum and 
its mode of presentation may subtly affect pupil responses to the school 
situation. It is proposed to examine some of the literature in these three 
areas of concern, to seek some enlightenment as to why the comprehensive 
system has not experienced overwhelming success and why such a large 
proportion of adolescents are alienated by organised schooling.
One of Her Majesty's Inspectors, Maurice Tyerman (1978), speaking at 
a conference to examine problems of juvenile delinquents and school attend­
ance, stated that a school absence rate of about 1U% on any one day has 
remained constant throughout the century, and that three-quarters of such 
absences are the result of illness. Truancy in secondary schools is slightly
more common among boys, older pupils, less able and children from lower 
income groups. In sharp contrast is the information deriv/ed from a study 
conducted in two secondary schools in Sheffield, in which a self report 
was obtained from all pupils living on three Sheffield estates who were in 
the second, third and fourth forms of two secondary schools. The data was 
collected in the classroom situation; although there are admitted drawbacks 
to this method, it is claimed they were such as would yield an under­
statement of the number of truants rather than the reverse. The figures 
reported (as percentages of the total sample) were:
Boys Girls Total
Admitted truanting 46.3 49.5 47.6
Denied truanting 53.7 50.5 52.4
Total number 134 99 233
At least one act of truancy was reported by almost half the sample, (44.7$), 
three to five acts of truancy by almost one quarter (23.7$), and six or 
more acts by nearly one third (31.6$).  ^ Further indication of the extent 
of absenteeism is derived from the following report;
Tests devised by experienced teachers and commissioned by the 
Institute of Mathematics were administered to fifth year pupils in six 
education authority areas in November, 1977. The organisers report that it 
was originally intended to cover about 10,200 pupils, but this number was 
cut by about one fifth due to absenteeism. It is appreciated that many of 
these pupils would be legitimately absent due to illness etc. or 
selectively absent because of the mathematics testing. Nevertheless it is 
reasonable to assume that a high truancy rate is also contributing to the 
20$ absenteeism.
It is possible that the global figures supplied by Tyerman above 
conceal the true state of affairs in inner urban areas. The high truancy 
rate in these areas may be balanced by a low rate in middle class and rural 
areas.
2.2.2*1 School Climate
As educational agencies, schools are necessarily involved with the 
moral, social and intellectual values which are implicit in the
1. David Nicholson-Lord, results reported in The Times, March, 8th, 1978.
educational process. There arises the perennial question: to what extent 
is the school instrumental in moulding society and to what extent does the 
school mirror society? At a more parochial level, to what extent does the 
organisation of a single school influence the pupils within its four walls, 
and to what extent do the pupils determine the type of organisation that 
operates? A project sponsored by the United States Department of Health, 
Education and Welfare and conducted by McDill, E.L., Meyers, E.D. and 
Rigby, L.C. was set up to enquire into the Sources of Educational Climates 
in High Schools and reported in December, 1966. Data was obtained from 
Teacher and Student Questionnaires, Academic Tests of Abstract Reasoning 
and Mathematical Ability, Demographic Data and Interviews in an attempt to 
determine the respondents1 perceptions of their school environment. Six 
climate dimensions were established, using Factor Analysis of the response 
items. These were identified as:
FACTOR I Absence of Academic Emulation
FACTOR II Student Perception of Absence of Intellectualism
or Aestheticism
FACTOR III Cohesive and Egalitarian Aestheticism
FACTOR IV Absence of Scientism
FACTOR V Humanistic Excellence
FACTOR VI Academically oriented status system.
The dependent variables were:
1. personal valuation of intelligent achievement
2. educational plans,, viz. to go on to college or not
3. academic achievement, as determined by the results of
a mathematics test, and
4. English grade
Only a modest effect of school climate was found on:
1. future college plans
2. mathematics performance and
3. intellectual orientation
Of more salience to the quality of education was the value and commitment 
of parents and the larger community. Ability showed the strongest correlation
with the four measures of academic behaviour, while *Father!s Education1 was
the second best predictor.
The peer group influence on academic orientation was found to be not 
significant; high status pupils (peer-group wise), were more likely to have 
college plans and to score high on the mathematics test, but less likely 
to express strong commitment to intellectual values. The conclusion was 
that School Status systems may differentially reward some activities at the 
expense of others, but that this does not materially influence pupils in the 
selection of areas of academic activity in which they invest their energies 
and resources. This research confirms the findings of Coleman (1966) that 
family background and personality characteristics exert more independent 
influence on academic performance than does school.
Research reported by Nordstrom et al (1967) examined the alienation 
syndrome as a function of school climate and organisation. They coined the 
term 'Ressentiment1 to express something less completely conscious than 
ordinary resentment, less focussed on particular experiences that are the 
actual, causes, more of a social than a psychological phenomenon, usually 
rationalised, covert, diffuse and largely unconscious, free-floating ill— 
temper, caused by systematic repression of certain emotions and affects 
which should be the normal components of human nature. According to these 
researchers, repression leads to value delusions and corresponding value 
judgements, viz. revenge, hatred, malice, envy, impulse to detract and 
spite, 'Ressentiment* stifles enthusiasm, undermines fortitude and 
discourages the development of, self-mastery, yet it is insidious when 
endured, difficult to fight and stultifying in its consequences. The 
causal determinants of this alienation are seen in the institutional press 
of the school organisation, where the structure is reified and functions 
at an abstract level. The institute seeks to control so that it can 
predict, to translate persons into things so that they operate efficiently. 
The erratic nature of adolescence is seen as a threat to the social order. 
This climate results in defensive techniques on the part of the adolescents, 
resulting in apathy, cheating on tests, making school a joke, conning 
teacher, simulated stupidity.
The literature of the late 1960's presents two opposing points of view. 
Hines (1974), reviewing working class attitudes to education has found no 
equivalent nomenclature in use for the words 'leisure* and 'citizenship'; 
terms relating to law and order are in greater usage. School is considered
a hindrance to maturity — "they treat you like kids" - knowledge of 
politics, citizenship and verbal culture is rejected, the pupils have 
their own social values, e.g. football, dancing, pop. In the sample of 
pupils he studied, the school was not resented, but endured and appreciated 
for its vocational but not for its non-vocational element - "If you are 
in the army, you do as officers say, but you don’t think what they think".
Hines claims to have discovered a fundamental social and economic reality 
underpinning entirely realistic social and expressive values in his working 
class sample. There was developing complementarity of school and home.
Quine (1974) found that the social values of the school were rejected because 
of the non-concentration on vocational ends and because these values were 
not the social expressive ones of the prevailing culture. The social and 
moral messages of the schools were alien to the working class catchment 
areas. The experienced staff established an authoritarian mode of 
communication with pupils, caning, exclusion and sarcasm were the most 
used forms of punishment. The ritualised assembly time was used for 
purposes of harangue - ’not* and ’no1 were used twice in one minute. Quine 
considers that the two polarised culture themes of the interactionist 
studies by Lacey and Hargreaves may be an over simplification of the situation, 
for there was a surprising acceptance of school regime and the legitimacy 
of the teachers, especially in the bottom sets or streams; the teachers 
knew best. The lower ability group especially liked the despotic teachers.
A team of Her Majesty’s Inspectors, led by a Divisional Inspector, 
studied ten schools, chosen to represent each region of the country. The 
sample comprised:
1 . A Secondary Modern School, Co-educational, Pupils 11-
V
O
 
■—
i 
i 600 on roll
2. A Secondary Modern School, Co-educational, Pupils 11--16, 1,350 on roll
3. A Comprehensive in a 2 tier system, Co-educational
Ounior High School, 650 on roll
4. A Comprehensive in 2 tier system, Co-educational, 1,000+ on roll
5. An All-through Comprehensive, Co-educational, 11-18,
Sixth form not developed,
770 on roll
6. An All-through Comprehensive, Co-educational, 11-18, App . 770 on roll
7. An all-through Comprehensive, Co-educational, 11-18, 1,500 on roll
8 . A Direct Grant School, Boys, 400 on roll
9. A Day and Boarding Independent School, Boys, 833 on roll
10. A Special School, for Educationally Sub-l\!ormal Pupils, 65 girls
Co-educational, 17 boys
The catchment areas of these schools were:
1. North Midlands rural.
2. Seaside resort, south of England.
3. Outskirts of large Midlands city, predominantly middle class area.
4. Educational Priority Area, North of England.
5. Rural town in the Midlands.
6. Affluent outer suburbs of London.
7. Neighbourhood school serving a not very prosperous area on the
outskirts of a great industrial city in the North of England.
8. City in South Uest England.
9. Not stated.
10. Small county town in a rural area of the Midlands.
These schools were chosen for the study because of their successful
reputation, based on knowledge acquired during recent inspections. ‘Success
was interpreted as meaning "In most respects a school of outstanding quality
or "A good school with some outstanding features". The results of the
survey suggested that school success was directly attributable to effective
leadership by Senior Staff and a climate conducive to growth. The
Inspectors(1977) concluded that:
Although it is not possible to generalise from such a 
' small sample, one may tentatively draw the conclusion 
that the type of secondary organisation, as determined
by local or national policy, the quality of intake, or
the catchment area, is of less significance than the
quality of leadership, the degree of staff participation 
and consultation and the consistency of administration 
and policy.
>In sharp contrast are the findings of Reynolds (1976) who conducted a 
long-term study of a homogeneous working class former mining community to 
find out what it was about the schools in that area that contributed to 
the observed differences in the pupils. Rutter (1973, pp. 1221-5) 
states:
There is something about certain schools that makes a 
difference to the amount of deviance and delinquency 
exhibited by their pupils.
Phillipson (1971) notes:
The idea that there may be considerable differences 
between overtly similar schools, that some schools 
may facilitate and others hinder the drift into 
delinquency does not seem to have occurred to writers 
on delinquency.
Reynolds (1976) suggests that truancy may be a reaction to what is perceived
as the unsatisfying environment of the school - an environment with middle
class values and middle class teachers who deny them status, and one which
has little to offer them. He suggests that the major determinants of
educational attainment are not schoolmasters, but social situations, not
curriculum but motivation, and he produces empirical evidence from his work
in nine schools to substantiate his claim that:
These nine schools therefore appear to be producing 
large differences in the rates of delinquency, truancy 
and academic attainment of their pupils, differences 
which do not appear to be significantly related to 
variations in the social background of the jatchment 
areas from which schools take their pupils.
One of the explanations offered by Reynolds for the differential effect of
the schools on the pupils is the degree of conflict between teachers and
.pupils. He maintains that where a truce exists between teacher and taught,
a negotiated agreement to reduce the demands made on pupils, then boundaries
will be maintained beyond which conflict does not proceed. Where there is
coercion and authoritarian attempts to obtain conformity to school
standards in areas of dress, manners and morals, rates of within school
deviance and outside school delinquency will increase.
2.2.2.2 Innovation
Secondary re-organisation might have provided the opportunity to adapt 
to meet the changing clientele and changing attitudes towards education and 
schooling, but in the event this opportunity appears to have been rarely 
seized upon. Re-organisation in many cases has produced at best a 
federation of secondary modern and grammar school systems, or an aping of 
grammar school procedures, procedures which have not lightly been assimilated 
into the comprehensive structure. Sarason (1971) offers two possible 
explanations for this:
1. School is viewed as a reflection of society, the principal 
vehicle of socialisation for adult life. The complexity of 
role demands in this structure creates conflicts and sets up 
resistance to change.
1. These nine schools were all secondary modern schools, intaking the 
bottom two-thirds of the ability range at eleven years. The data 
were collected for boys only.
A lack of adequate knowledge of natural history of change processes
within the school culture. The aims of those desiring change
contain untenable abstractions rather than well-defined behavioural
objectives, with the result that the old methods and procedures
continue, informed by old concepts and categorisations of what
counts as ability and knowledge. As Keddie (1971, p. 156) writes:
It seems likely therefore that innovation in schools will 
not be of a radical kind unless the categories teachers 
use to organise what they know about pupils and to 
determine what counts as knowledge undergo a fundamental 
change.
'2.3 The Teachers
2«3.1 The Teacher's Role
The influence of teachers within the organisational system of school 
has been considered from many aspects. Role Theory has been invoked to 
explain the teacher's operational position in the classroom. Waller (1932) 
suggested twelve role styles adopted by or required of teachers, viz.:
1. Parent substitute.
2. Cultural and social ideal
3. Officer and gentleman.
4. Patriach.
5. Kindly adult.
6. Love object.
7. Easy mark.
8. Nincompoop.
9. Tyrant.
10. Weakling.
11. Flirt.
12. Bully.
Twenty two years later Thelen (1954) suggested seven models of teacher 
behaviour, viz.:
1. Socratic.
2. Town meeting.
3. Apprenticeship.
4. Army model.
5. Business deal.
6. Good old team.
7. Guided tour.
Other writers have advanced different classificatory systems, which 
may be grouped under three main headings:
1. Administrative and Executive Roles: e.g. Measurer and 
record keeper, programme director, librarian.
2. Instruction Roles: in this role the interaction must be 
desk-related and the talk instrumental.
3. Disciplinarian: the maker of rules of conduct and rules of 
procedure, the maintainer of rules and the determiner of 
what constitutes Unlawful behaviour’.
The divergent concepts of the teacher’s role held by significant others 
and by the teacher himself imposes role strain which may cause him to 
operate in the classroom in a different mode from his preferred one. For 
example his immediate colleagues are significant others controlling the 
teacher’s behaviour. Successful classroom behaviour is seen as congruent 
with information available to colleagues, e.g. children are kept in neat 
and orderly sitting postures - in case the Head peers through the door; 
the noise level is kept down; the extent to which children get good results 
is seen as an index of his own ability. Within the classroom, negotiation 
takes place, albeit implicitly or sub-consciously, whereby some sort of 
match is sought between the teacher’s expectations, as determined by his 
own orientation and perception of the situation, and that of the pupils.
It requires an imaginative leap for the teacher to see the pupil as his 
peers see him, or to understand the pupil's perception of the situation.
The expectations of teachers in relation to those of parents and 
pupils has been investigated by Musgrove and Taylor (1969). Teachers were 
asked to rank order six aims of education in school (a) as valued by them 
and (b) as they thought parents would value them. Parents were also asked 
to rank the six aims (a) as valued by them and (b) as they thought teachers 
would value them. The six defined aims chosen for investigation were:
I Moral Training (inculcation of values and attitudes, e.g. 
honesty, kindliness, tolerance, courage).
II Instruction in Subjects (giving information and promoting 
understanding of a body of knowledge).
III Social training (encouraging politeness, good manners, 
decency in speech and dress).
IV Education for Family Life (human relationships especially 
with reference to attitudes to the opposite sex).
V Social Advancement (to ’get on’ in life).
VI Education for Citizenship (development of understanding of 
the modern world).
The teachers in the sample placed most emphasis on the intellectual and 
moral aspects, least on social advancement. They saw the parents as 
completely indifferent to moral and social training, but as placing emphasis 
on instructional and social advancement. In this they underestimated the 
importance parents attached to moral training and overestimated the 
importance parents attached to the teacher as an agent of social advancement.
Pupils were asked to check 100 words or phrases concerned with teacher 
personality, mode of discipline, method of teaching and organisation. They 
were reported as valuing explanation more than dispensation of sympathy and 
understanding. They rejected the role of teacher as peer group facilitator 
and mediator, the adoption of this role was seen as alienating teachers 
from pupils.
2.3.1.1 Classroom Interaction
It would appear from this study and others that the teacher is pressed 
to achieve a variety of incompatible and unattainable goals and his successful 
performance depends in the last analysis on the extent to which he can 
negotiate with the pupils to achieve an agreed definition of the situation - 
a working consensus. In the classroom, a working consensus between pupils 
and teacher is easily reached if the teacher does not behave in ways which 
provoke the pupils' disapproval. Hargreaves (1972) defines three possible 
kinds of outcome:
1. Concord: Consensus is high, the definitions of the situation by
teacher and pupils are congruent and compatible. The teacher is
able to move out of role and become a person, not just a teacher.
He feels sufficiently at ease to use first names and to grant a 
degree of autonomy and familiarity to his pupils.
2. Discord: Consensus is low, the definitions of the situations are
incompatible. The teacher has to try to enforce his definition of 
the situation against the pupil's will. Every lesson becomes a 
battle to assert definition of the situation in a relationship 
where negotiation has become impossible. The power to win 
resides in the teacher insofar as he has power, which may arise 
from his ability to reward or coerce, to act as expert or 
referrent or which may be accepted as legitimate.
3. Pseudo-Concord: Lies between types 1 and 3, consensus is far from
perfect. The definitions of the situation are congruent and 
compatible only in part. The situation is partly pleasant, partly 
unpleasant. When the teacher tries to replace negotiation with 
imposition he motivates resistance, subversion and interpersonal 
antagonism which effectively promote discord. The pupils have some 
power and success lies in negotiation.
The universalisation of secondary education and the raising of the 
school leaving age appear to have engendered an increase in the prevalence 
of the second and third categories. Some pupils see their chief task in 
school as 'pleasing teacher*. School is seen in terms of day-to-day and 
hour-to-hour tasks imposed on them. In these circumstances they:
1. Find out what pleases and displeases teacher,
2. Let the teacher see those things that please and conceal 
others, and
3. Note a competitive situation and then try to please and 
avoid displeasing, more than others in the group. They 
develop techniques of self-preservation which will keep 
them out of trouble.
Others actively seek to displease and so to acquire status with their peers. 
This strategy may have developed in response to differential teacher treatment 
in the past, with low teacher expectation and devaluation of self, as scholar. 
The complex interaction system with possible outcomes is represented by the 
following table:
TABLE 1
TEACHER AND PUPIL PERCEPTIONS OF ABILITY LEVEL : INTERACTION EFFECTS
Teacher's perception of 
pupil's ability BRIGHT DULL
Pupil's perception of own 
ability Bright Uncertain Dull Bright Uncertain Dull
Teacher, perceived as 
significant other Yes N o Yes No Yes No Yes No Yes No Yes No
Hargreaves and Lacey have both proposed polarization models to explain 
and illustrate development of sub-cultures within the classroom. These 
have been classified as pro-school and anti-school groups. Concepts drawn 
from elementary economics by the exchange theorists , Thibaut and Kelley 
(1959), Blau (1964) and Homans (1961) may be invoked to aid in the under­
standing of classroom interaction. Such concepts as reward (referring to 
needs which must be satisfied, or punishments which are to be avoided), 
costs (referring to the efforts required to obtain the reward and the 
alternative rewards which must be relinquished), profit (the net result of 
reward minus cost) and distributive .justice (rewards to each according to 
costs incurred) are employed by Hargreaves (1972) in an attempt to explicate 
the dynamic processes which operate between teacher and pupil in the class­
room situation. The following diagram illustrates the dynamic concept of 
the complex interaction process:
INSTITUTION -> ROLE -» EXPECTATIONS
SOCIAL
SYSTEM
INDIVIDUAL —¥ PERSONALITY > NEED DISPOSITION
FIGURE 2 : The Dynamic Process of Interaction Effects
2.3.2 Teacher Styles
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A vast amount of research has concentrated on an examination of teacher- 
styles and the characteristics that define a •successful1 or !good* teacher. 
These studies have been be-devilled by the difficulty in defining appropriate 
criteria for the •success* dimension. Various criteria have been adopted to 
use as a measure of ‘success*, such as increase in measurable Intelligence 
Quotient (IQ), increase in attainment in a specified direction, or increase 
in the degree of pupil satisfaction. Some of the gains may not be readily 
quantifiable or measurable, some may be of such long-term effect that they 
are non existent for the purposes of the enquiry, yet may nevertheless be 
very important in pupil development. The type of learning achieved by the 
didactic method may be more readily quantifiable than that achieved by the 
heuristic method.
2.3.2.1 Leadership Styles
One dimension of teacher-style which has received much attention in 
educational research is that of *Authoritarian-Democratic-Permissive* 
stemming from the work of Lewin, Lippit and White in 1939.^ Their research 
showed that under an authoritarian regime there was high productivity but 
low morale, but the results were situationally dependent, e.g. where there 
was a concrete task goal, morale was higher. It needs to be emphasised 
that this was a small-scale study in which boys only participated.
The classic studies of Lewin and his associates set in motion a number 
of laboratory experiments and field investigations. These have led to an 
increasing understanding of leadership qualities and leadership effective­
ness in a variety of settings. The study of leadership has drawn on 
concepts from psychology and sociology and owes much to work in the study 
of industrial and social relations. Early ideas about leadership dealt with 
the concept almost entirely in terms of personal qualities. Much of the 
work has been centred on the two clearly discernible *needs* of groups: to 
achieve *valued states1 or goals and to maintain group cohesion. 
Relationships have been established between these two basic role patterns 
and personality attributes, suggesting the possibility of using personality 
measures as indices of the extent to which leadership is *task oriented* or 
*considerate* (Fiedler, 1965). Fiedler has stressed the importance of 
looking at group situations since the type of leader attitude required for 
effective group performance is dependent on the degree to which the group 
situation is favourable or unfavourable to the leader. Considerate, 
relationship-oriented leaders were found to perform best when the task was
1. L. Lewin, R. Lippit and R.K. White "Patterns of Aggressive Behaviour in
Experimentally Created Social Climates", Journal of Social Psychology, 10, 
1939, pp. 271-99. This was a study of group processes in which the 
interaction and productivity of groups of boys under three experimentally 
created kinds of leadership were studied. The three regimes were (l) 
authoritarian, (2) democratic and (3) laissez-faire. Under the first 
regime, in which the leader ordered the boys about and told them what 
to do, the boys made overtly hostile statements, were apathetic and 
indulged in scapegoating. Under the second regime where the leader 
consulted the boys and discussed problems with them interaction was 
spontaneous and friendly and good work was done. Under the third 
regime the boys were left to their own devices, the leader giving no 
direction or advice. The result was chaos and disillusion.
relatively unstructured, or structured but not well-liked. Task-oriented 
leaders were effective where the task was structured and leader-member 
relationships good, or where the task was unstructured and leader-member 
relations poor. Most of the groups in Fiedler*s studies were small and 
the leaders were sociometrically chosen. The findings cannot therefore 
necessarily be generalised to the classroom situation but the consequences 
that flow from leader-follower interactions are of relevance.
Clifford and Cohn (1964, pp. 57-64) have also shown that leadership
is, in part at least, a function of the personal attributes perceived by
the followers. They suggest examining "the personality variables required
of a leader role in a specific situation, which is in turn a function of
the followers* perceptions". Such researches might be extended to consider
the leadership qualities required of an effective teacher in the classroom
situation, taking cognisance of the pupils* perceptions of the personal
attributes of the teacher and adopting a dynamic perspective, for as
Clifford and Cohn hypothesise:
As the situation changes, the perceived personal attributes 
of the individual selected for the leader role will change.
Stogdill (1948) suggested that the following factors are associated with
leadership: Capacity, Achievement, Responsibility, Participation and Status.
These factors are important in teaching, but because of the developmental
differences in pupils, different qualities acquire greater salience at
different stages. The criteria of success is whether the teacher exhibits
a leadership style which is effective for the conditions under which ho
teaches.
The classroom situation is different in many respects from that 
experienced in industry or commerce. The pupils do not attend voluntarily, 
it is a statutory requirement in the British Isles that they attend for a 
certain minimum time between the ages of five and sixteen. The problems 
which teachers face as leaders are different in that the pupils are 
separated by age from the adult level of development, with many develop­
mental tasks still to undertake and be worked through. Pupils perceive 
teachers as different, thus creating a status gap in which the conditions 
specified by Gibb (1954, p. 915) do not apply:
Followers subordinate themselves, not to an individual 
whom they perceive as utterly different, but to a member
of their group who has superiority at this time and whom 
they perceive to be fundamentally the same as they are, 
and who may, at other times, be prepared to follow.
Warr and Wall (1975) maintain that it is quite possible for the attitude 
of subordinates to determine leadership styles rather than the reverse.
This is certainly feasible in the classroom situation. The teacher may 
achieve power by control of resources or by charismatic leadership, 
although according to Hoffer (1951) this is chiefly effective with 
followers convinced of their own worthlessness and inadequacy. He may 
exercise power in a formal sense by virtue of the position invested in him 
by the authorities. However, in the schools of today the teacher needs to 
be powerful also in the achieved sense, to induce his pupils to make his 
suggestions, directions and instructions their own, i.e. to internalise 
them. To do this it behoves him to develop an appropriate leadership style, 
flexible enough for the differing demands of pupils and situations.
Getzels and Guba (1957) have defined these kinds of school leadership. 
They were primarily concerned with the role of the Head in a school, but 
class teachers may also adopt one of these defined styles in relation to 
their pupils:
1. The Nomothetic leader who is keen to stress the institutions 
requirements and judges staff by the way they keep to the fixed rules and 
procedures.
2. The Ideographic leader who places more emphasis on the individual 
needs of staff and tries to establish more personal relations with them, 
trusting to the staff*s good judgement rather than relying on fixed rules.
3. The Transactional leader who aims at a balance between the two other 
approaches and tries to cater both for the institutional requirements and 
the individual staff needs. The Nomothetic style corresponds to the 
initiating structure* factor while the Ideographic style corresponds to 
the ^consideration* factor described below.
Other research in this area has been concerned more specifically with 
establishing dimensions of leadership. Halpin and Winer (1957)(cited in 
C.A. Gibb, 1954, pp.361-62) factor analysed data obtained from research
studies and obtained four orthogonal factors:
1. Consideration: Behaviour indicative of friendship, mutual trust,
respect and warmth.
2. Initiating Structure: Behaviour that organises and defines relation­
ships or roles, and establishes well-defined patterns of organisation, 
channels of communication, and ways of getting jobs done.
3. Production Emphasis: Behaviour which makes up a manner of motivating 
the group to greater activity by emphasising the mission or job to be done.
4. Sensitivity (Social Awareness): Sensitivity of the leader to, and
his awareness of, social inter-relationships and pressures inside or outside 
the group.
Bowers and Seashore (1966) reviewed research in the same area including 
those conducted at the Ohio State University in the nineteen fifties and at 
the University of Michigan Survey Research Center. They suggest that four 
dimensions emerge from the studies which seem to comprise the basic structure 
of leadership1. (p.367)
1. Support: Behaviour that enhances someone else,s feelings of personal 
worth and importance.
2. Interaction Facilitation: Behaviour that encourages members of the 
group to develop close, mutually satisfying relationships.
3. Goal Emphasis: Behaviour that stimulates an enthusiasm for meeting 
the group*s goal or achieving excellent performance.
4. Work Facilitation: Behaviour that helps achieve goal attainment by 
such activities as scheduling, co-ordinating, planning, and by providing 
resources such as tools, materials, and technical knowledge.
As previously stated, the leadership dimensions interact with the 
demands of the situation, and are influenced by the orientation of the 
institution in which the leadership role is enacted. One important 
institutional variable in the school setting is the extent to which child- 
centred or teacher-centred operations are advocated or tolerated.
Anderson (1959) in a review of thirty two studies on teacher- or learner- 
centred teaching styles showed that eleven reported more successful 
learning in teacher-centred classes and in thirteen no differences were
found. It is conceivable that the sort of learning examined in teacher- 
centred situations is more easily measured than that in learner-centred 
situations. Three dimensions of group life and leadership styles were 
identified:
1. The Affective Area: Effectiveness depends on the degree of inter­
personal warmth and solidarity, as opposed to coolness and antagonism.
The group interaction may range from friendly pleasant exchangeto hostility 
and constraint.
2. The Procedural Area: This refers to the amount of structure and degree 
of organisation, as opposed to disorganisation and looseness of structure.
3. The Task Area: This is concerned with the quantity and quality of work 
done, the units produced, the ideas presented and the solutions considered, 
the number of solutions reached, problems solved and quality of performance, 
as opposed to no solutions, problems unsolved and poor performance. There 
exists a dimension of productivity versus sterility.
The most effective leaders in the classroom situation were those who 
maintained control in the procedural and task areas but who also remained 
friendly and personal. It was suggested by Cronbach (1954) that leadership 
styles or teaching methods emanating from knowledge about the learning 
process would have higher probabilities of meeting the criteria of effective­
ness than would a priori styles or methods.
2.3.2.2 The Authoritarian - Permissive Dimension
Bennett (1.976) sought to obtain deeper knowledge about teaching styles 
by developing a typology of styles based on the self-reported strategies of 
primary school teachers. He wished to move away from the ubiquitous use of 
dichotomous descriptions in order to take into account the multiplicity of 
strategies employed in the classroom. Twelve teaching styles were identified 
by cluster analysis. The usual types of ‘formal* and ‘informal1 emerged, but 
most teachers were found to adopt intermediate styles between these two 
extremes. The term 'formal* is not necessarily synonymous with 
'authoritarian*, but Bennett's description of the Type Twelve teacher style, 
the most formal in his categorisation, provides some justification for 
equating 'formal* with 'authoritarian*.
Type One teachers were described as favouring integration of subject
matter and, unlike most other types, allowing pupil choice of work whether 
undertaken individually or in groups. Most teachers in this cluster allow 
pupils choice, of seating, less than half curb movement and talk. Assessment 
in all its forms, tests, grading and homework, appears to be discouraged, 
while intrinsic motivation is favoured. ■'
Type Twleve teachers are described as follows:
This is an extreme group in a number of respects. None 
favours an integrated approach. Subjects are taught 
separately by class teaching and individual work. None 
of the teachers allows pupils choice of seating, and 
every teacher curbs movement and talk. These teachers 
are above average on all assessment procedures, and 
extrinsic motivation predominates, (p.47)
Meighan (1974) of Birmingham School of Education holds that there is a 
weakness in the simplistic use of the Authoritarian/Permissive dimension.
It fails to differentiate between several types of authoritarianism and 
the possibility of situational justification for different forms of 
control is often overlooked. He suggests several modes by which order is 
achieved and maintained by teachers in the classroom, which exist singly 
or in combination.
Authoritarian Modes
1. Autocratic: Order is achieved through fear, teacher acting 
as a dictator.
2. Paternalistic: Order is achieved through deference, teacher
acting as a father figure.
3. Charismatic: Order is achieved through personal magnetism 
teacher acting as a leader of charm.
4. Expertise Order is achieved through possession of 
information demonstrated to be useful or 
believed to be necessary by the non-expert 
teacher acting as a sage.
5. Organisational: Order is achieved through detailed organisation
and clear structure, the teacher acts as an 
architect, production planner or quantity 
surveyor.
Democratic Modes
1. Agreed Rules: Order is achieved by appealing to rules agreed
previously; teacher acting as referee or judge.
2. Representative: Order is achieved by class representation, electing
a spokesman who can influence decisions, the 
teacher acting as mediator.
3. Committee: Order is achieved by election or nomination of
several representatives who meet to make decisions, 
the teacher acting as negotiator.
4. Forum: Order is achieved by involving all the members of
the class in open discussion about decisions, the 
teacher acting in a democratic capacity.
5. Co-Existing Cligues: Order is achieved by recognising the existence of
competing peer groups and establishing consensus, 
or deciding from the support of the majority, or 
negotiating compromise agreements.
Meighan claims these categories are not comprehensive, other forms being 
possible under both orders, the various forms being seen in both single and 
multiple manifestations. The amount of real independence in the relationship 
can be manipulated by the teacher to the extent that it becomes non-existent 
or pseudo-democratic. By shifting his control policy a teacher may operate 
on a dimension ranging from extreme dependence to extreme independence in 
relationship. Such a policy could have developmental applicability, the 
teacher taking into account the level of maturity of the pupil, e.g. some 
authoritarian modes are inappropriate to use with adolescents. The possibility 
of a stage by stage link between types of control and both immediate and 
eventual adult behaviour is indicated. This categorisation has parallels 
with that used by Baumrind (1969) who distinguishes three modes of parental 
control viz. permissive, authoritarian, authoritative. She claims that 
authoritative control can achieve responsible conformity with group standards 
without loss of individual autonomy or self-assertiveness. Again the 
developmental model is suggested. Imposition of the authoritarian mode is 
deemed legitimate in childhood, but not at adolescence because of the 
different levels or stages of cognitive, social and moral development.
2.3.2.3 Teacher Characteristics
Ryans (i960) attempted to establish major patterns of teachers* classroom 
behaviour by systematically observing and rating the characteristics of a 
large number of teachers. The Teacher Characteristics Study took eight 
years and consisted or more than a hundred separate but integrated research 
efforts in which over 6,000 teachers were involved. Its aim was to 
determine teacher behaviour patterns observable in the classroom, to develop 
inventory estimates of certain teacher characteristics, to study some 
background and environmental variables which were related to teacher 
behaviour and to make analyses of relationships between teacher characteristics 
and observed pupil behaviours. Nine contrasting characteristics were 
identified which could be used for diagnostic purposes. These were:
1. Warm, understanding friendly V aloof, egocentric, restrictive 
classroom behaviour.
2. Responsible, business-like, systematic \l evading, unplanned, slip­
shod classroom behaviour.
3. Stimulating, imaginative V dull routine classroom behaviour.
4. Favourable V unfavourable opinions of pupils.
5. Favourable \1 unfavourable opinions of democratic classroom
procedures.
6. Favourable V unfavourable opinions of administrative and other
school personnel.
7. Learning centred (traditional) V child centred (permissive) 
educational viewpoints.
8. Superior verbal understanding (comprehension) \l poor verbal 
understanding.
9. Emotional stability (adjustment) \l instability.
Three years later, Ryans presented a synthesised taxonomy of the results 
of many studies of teacher behaviour reported by researchers interested in a 
variety of problems in this area. He claims that the picture developed was 
fairly representative of the status of teacher behaviour research at that 
time. Information on these general classes of teacher behaviours and
characteristics are given in Appendix 4: *Some Similar Appearing Sets of 
Teacher Characteristics and Teacher Behaviour Patterns reported by Different 
Researchers*. Attention is drawn in the report to the need to make the 
distinction between teacher description and teacher evaluation. The latter 
involves judgements about the quality of teacher behaviours, these would be 
dependent upon the educational objectives, the current expectancies and 
other evaluative criteria approved by the schools and/or the community.
Ryans sees the usefulness of the research findings in predicting teacher 
effectiveness to be greatest when considered in an actuarial context rather 
than an individual one. Interaction effects of age, experience, conditions 
and characteristics of teachers with different behaviour styles, abilities 
and capacities and retrievable information make the overall picture very 
complex. He suggests that a useful focus might be to regard teacher 
behaviour as information processing and the teacher as an information system. 
For this model Ryans postulates five major teacher behaviour categories:
1. Motivating - reinforcing teacher behaviour.
2. Presenting - explaining - demonstrating teacher behaviour.
3. Organising - planning - managing teacher behaviour.
4. Evaluating teacher behaviour.
5. Counselling - advising teacher behaviour.
A small piece of research by Buser et al. (1974) reported the teacher 
characteristics and behaviour preferred by high school students regardless 
of academic achievement as being:
1. Knowledgeable about the subject
2. A sense of humour
3. Tolerant with students
4. Listens to students
5. Interested in students as individuals
6. Free and open with students
7. 'Warm and friendly with students.
This list is similar to that presented by Ryans fourteen years before.
Teacher dress, appearance, age and sex were found to be more salient to 
administrators, colleagues and parents than to the pupils. The writer’s 
experience of present day adolescents in England is that teacher’s dress is 
very important. Inferences about 'withitness1 are readily made from external 
appearances.
2.3.2.4 Teacher Effectiveness
Mitzel (1957) proposed a substantive paradigm for a model to investigate 
teacher effectiveness using four variables:
Type 1 variables: Prediction sources; Teacher variables - Human
characteristics on which teachers differ and which 
may affect performance, and Teacher Training Factors.
Type 2 variables: Contingency factors; those which modify and influence
the whole complex of behaviours that enter into the 
educational processes - Environmental and Pupil 
variables.
Type 3 variables: Classroom behaviours; those of teachers and pupils
and their interaction.
Type 4 variables: Criteria of Effectiveness; criteria or standards
consisting of ’intermediate educational goals', i.e. 
the measurable outcomes at the end of a period of 
instruction as distinguished from 'the ultimate 
criterion' which might be phrased as *a better world in 
which to live'.
In Britain Wiseman (1954) effectively used this approach in his famous 
Manchester Study where he sought to relate the interaction effects of home, 
community and school on the basic achievements of pupils in primary and 
secondary schools.
Research into teacher effectiveness followed the same pattern as the 
leadership studies. Pre-occupation with teacher characteristics was replaced 
by increasing attention to situational variables. Methods of studying 
’classroom' climate’ and systematic observation schedules of teacher/pupil 
and pupil/pupil interaction were developed.
2.3.2.5 Teacher Expectations
There is a large and growing body of research which seeks to relate 
teacher perception and expectations to pupil response. Rosenthal and 
Jacobson (1968) offered research evidence for the self-fulfilling prophecy 
effect powerful enough to influence pupils’ IQ. Their evidence was dis­
counted on methodological grounds by Elashoff and Snow (1971). Nevertheless 
a review study by Baker and Rist (1971) showed that relationships between 
teacher expectancy, teacher behaviour and pupil behaviour, class and pupil 
achievement, have been found with some consistency. Roberts (1970) 
conducted a year-long study of six primary classes and their teachers and 
found positive expectancy effects more common than negative effects. The 
teachers were found to spend relatively more time with less able children 
at the beginning of the year. The degree of switch of attention to the 
more able children over the year was found to be related to the degree of 
positive expectancy effect in teaching attitudes.
McIntyre et al (1966) showed that teachers made assessments of pupils 
on two dimensions, but the traits defining these dimensions differed 
according to the social class of the pupils, their sex and the age and 
experience of the teachers. Assessments for girls were largely uniform across 
the different analyses, the first factor emphasising traits descriptive of good 
behaviour. For boys there were considerable social class differences, both 
in the relative importance of factors and in the traits descriptive of the 
kind of pupil most worth taking trouble over. Teachers in middle class and 
mixed social class schools laid stress on traits descriptive of pleasant and 
trustworthy pupils while those in urban and suburban working class schools 
showed particular concern for the pupils’ attainments and attitudes to 
school. Assessments by older and more experienced teachers emphasised 
attainment and attitude to work whilst those of younger teachers were 
primarily concerned with good behaviour of pupils.
2.4 The Pupils
2.4.1 Pupil Expectations
Musgrove and Taylor (1969) reported the results of an investigation, 
using the responses of 900 pupils in junior, secondary modern and grammar 
schools to ascertain their expectations of teachers in the classroom 
situation. The objective was to find out whether pupils of different ages, 
in different types of schools, and in schools differently organised, had 
different expectations of teachers' behaviour.
. Five scales constructed from 5,664 statements about a good teacher, 
derived from children's essays,obtained from twelve junior schools, four 
secondary modern schools and one grammar school. The six statements were 
presented in random order for pupils to rank in order of importance, (the 
items were not numbered and no scale headings were given). The scales 
were:
Scale A. Teaching, Discipline and Personality
(a) A good teacher is fair and just about punishment and has no 
favourites.
(b) A good teacher explains the work you have to do and helps you 
with it.
(c) A good teacher is patient, understanding, kind and sympathetic.
(d) A good teacher is cheerful, friendly, good-tempered, and has a
sense of humour.
(e) A good teacher is firm and keeps order in the classroom.
(f) A good teacher encourages you to work hard at your school work.
Scale B. Manner and Method of Discipline
(a) A good teacher is firm and keeps order in the classroom.
(b) A good teacher is fair and just about punishment.
(c) A good teacher praises you for behaving well and working hard.
(d) A good teacher has no favourites.
(e) A good teacher lets you have some of your own way.
(f) A good teacher uses the cane or strap when necessary.
Scale C. Manner and Method of Teaching
(a) A good teacher encourages you to work hard at school.
(b) A good teacher explains the work you have to do and helps you with it.
(c) A good teacher knows a great deal about the subject he is teaching.
(d) A good teacher gives interesting lessons.
(e) A good teacher gives you time in the lesson to finish your work.
(f) A good teacher marks your work regularly and fairly.
Scale D. Teachers1 Personal Qualities
(a) A good teacher is cheerful and good-tempered.
(b) A good teacher looks nice and dresses well.
(c) A good teacher is well-mannered and polite.
(d) A good teacher is patient, understanding, kind and sympathetic.
(e) A good teacher has a sense of humour.
(f) A good teacher is friendly with children in and out of school.
Scale E. Teachers1 Organising Abilities
(a) A good teacher makes certain that the classroom is tidy and attractive.
(b) A good teacher has work ready for you as soon as you get into the
classroom.
(c) A good teacher makes sure you have the pens, paper and books you need.
(d) A good teacher lets children help to give out books, pencils and
paper.
(e) A good teacher knows where to find the things he wants.
(f) A good teacher is able to organise all kinds of activities in the
classroom.'*'
1. T. Musgrove and P.H. Taylor, Society and the Teacher's Role (London: 
Routledge and Kegan Paul, 1969), p. 21-22.
The results of the enquiry showed that all pupils gave most weight to 
the good teacher's teaching, least weight to his personal qualities. The 
junior school children placed more weight on discipline aspects than did 
secondary school pupils, especially in the streamed junior schools. In 
the unstreamed junior schools more weight was given to personal qualities 
of the teacher than in the streamed junior schools. The secondary school 
pupils as a group gave more weight to the teacher's personal qualities 
than did the junior school pupils.
These findings would seem to reinforce Berger and Luckmann's
statement that:
particular institutions may generate their own distinctive 
forms of consciousness, so acting as a very strong influence 
on the construing of their pupils.
Wickert (1972) carried out a survey to determine students1
perceptions of their teachers. He found the existence of a halo effect which 
was based on teacher charisma or popularity. This seemed to determine to 
a large extent how students reacted to questions about their teachers.
In Wickert's analysis this factor accounted for 61.5 per cent of the 
variance. Wright (1962) undertook a comparative study of the adolescent's 
concepts of his parents and his teachers. An analysis of the data showed 
that in the last year at school, secondary modern pupils identified much 
less with their teachers than with their parents. Teachers were admired 
for the extent of their cleverness and knowledge, but not valued highly
as persons. Those aspects of a teacher's personality which make him
human were rated unfavourably; they were not seen as being happy, easy­
going, trustful or popular. Parental influence was seen to be very 
important for this age group and for this type of pupil.
Woods (1974) produced a catalogue of typical responses, based on 
talks which he had conducted with fourth year pupils in a secondary 
modern school. These were:,
1. Teaching technique: Helpful, explains, provides variety,
allows more freedom.
2. Teacher disposition: Cheerful, humourous, comical, friendly,
kind, understanding.
3. Teacher control: Shouting, hitting, yelling.
4. Teacher fairness: *Having pets*, *picking on people1.
Pupils in the high ability group stressed particularly the teacher 
qualities of friendliness, kindness and understanding. A large 
proportion of pupils both in the high and low ability groups showed 
a high curriculum acceptance rate, both groups had internalised the 
curriculum but not the institutional order.
2.4.2 Pupil Perspectives
There are many reports of pupils expressing boredom with school, 
and reports on secondary education make reference to problems of 
boredom. A model of boredom was put forward by Robinson (1974) as a 
basis for specifying predisposing factors and possible consequences.
This is illustrated in the figure below. The most important feature 
of the model is considered to be its emphasis on the interdependence 
of factors.
The central feature of this model is boredom with school subjects1. 
Possible immediate antecedents of this state are Monotony of lessons*, 
(Al), and *perceived uselessness of subjects* (A2). Behavioural 
expressions of boredom might be Withdrawal into self1 (Bl). or 
^aggression* (B2) (diversionary activities) and/or !reduced effort in 
learning boring subjects1 (B3). Reduced effort might be associated with 
a lowering or abandonment of performance-centred aspirations to improve,
i.e. *no goals* (B4), which would then lead to tlower performance1 (B5).
If there are no extra-curricular attractions 1 truancy1(B7) may provide 
intermittent release, and *early leavincf (B8) may be the final solution. 
lBoredom with school subjects* might generalise to *qeneral disenchantment 
with school* CB6) and might increase the danger of escalation into a 
chronic state of *qeneral boredom* (B9). The consequences of * lower 
performance1 would be contingent on the value placed on academic success 
by school, parents and peers, but it is probable that the feelings of 
failure would be accentuated in a school that is formally competitive.
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Streaming and emphasis on success in national examinations may induce a 
chronic sense of failure which may be projected as boredom,or anxiety 
states reported as boredom. External influences operate here. If teachers 
have 'low interest in subject' (T2) or in 'the teachino of it'(T2) or 
if they have 'low interest in pupils' or in 'teaching the pupils'(Tl), 
lack of example or encouragement would tend to maintain or increase 
boredom. 'Low motivating resources and amenities' (S) of the school 
would affect teacher behaviour. The degree of interest and encouragement: 
shown by Peers and Parents will also affect the level of boredom (PI and 
£2). The lack of material resources in the Home which might prevent or 
ameliorate boredom may be a significant factor. (HI. H2 and H3).
An analysis of data from the national sample of Young School Leavers 
(Morton-Uilliams and Finch, 1968) was made in conjunction with a Bore 
Score obtained from a special questionnaire given to thirteen to sixteen 
year old pupils. The results of the analysis showed that the values., 
interests and behaviour of parents were of more importance in determining 
the extent of boredom than were the material and financial conditions of , 
the home, although there was an association between high boredom scores 
and fathers being in semi-skilled or unskilled occupations. An association 
was found between boredom and competition; inter-individual competition 
increases the likelihood of some children becoming bored.
Perceived uselessness of school subjects was related to boredom.
Bored pupils were generally more hostile to school than other groups, 
they were less likely to think their teachers took a great deal of 
interest in them, and more of them thought that teachers forgot they were 
growing up. An encouraging finding was that parents and teachers provided 
models for pupils. This refuted the popular stereotype of rebellious 
youth despising authority in any form; Robinson claimed that this model 
did not correspond to the facts as he found them. ^
2.4.2.1 Developmental Influences
The way in which adolescents perceive the school situation and the 
behaviour of teachers within it is very much a function of the developmental 
stage reached and the processes of socialisation which has preceded this. 
Ulilson (1954), cited by Smith and Phillips (1959), produced evidence of
regression in perceptual organisation and in cognitive functioning in 
adolescents, which were concomitant with biological changes of the same 
period of development. Sandstrtfm (1966) discusses the -’puberty phenomenon'^ 
viz. that the attitude of young people to the authority of the community 
and its social behaviour is dependent on social/cultural influences. It 
is seen as a conflict situation, thB pattern being determined by the 
cultural environment, aggravated by the widening gap between physical and 
social maturity. Antagonism and emotional irritability is attributed to 
worry and arxiety, and not necessarily as a manifestation of neurotic 
behaviour in the conventional meaning of the term, but 'normal' for that 
age. The family background of delinquents presents a picture of rejection, 
inadequate supervision, lax discipline on the part of the mother, but 
harsh, erratic behaviour on the part of the father. The boy is hostile 
to his father and believes his mother is indifferent to his welfare. 
Sandstrom cites four personality variables which may influence development 
and adjustment.
1. The needto achieve, something, even though only in fantasy,
2. The drive to compete - which may produce over-aggressive
behaviour,
3. The desire for knowledge and
4. Passivity.
He also lists the features of teachers* personalities appreciated by pupils, 
viz.
1. A co-operative democratic attitude.
2. Kindness and consideration for the individual.
3. Patience.
4. A person with wide interests.
5. A pleasing manner and appearance.
6. Fair, impartial.
7. A sense of humour.
8. Even tempered, firm.
9. Interested in pupils1 problems.
10. Flexible.
11. Willing to encourage and praise.
12. Unusual proficiency in teaching a particular subject.
This list is interesting when examined against the list of psychological 
needs and their development during adolescence as identified by Horrocks 
and Weinberg (1970):
(h) Independence (c) Understanding
(a) Affection (f) Conformity
(g) Dependence (j) Recognition
(h) Mastery - Dominance (k) Self-realisation
(1) Belonging (d) Approval
(a) Acceptance ■(b) Achievement
These needs were shown to be related to the working goals and aspirations 
of boys and girls in the sample studied. Changes in emphasis was noted 
with changes in age.
2.4.2.2 Developmental Tasks at Adolescence
The psychoanalytic model may help in arriving at an understanding of 
the adolescent as an individual, reacting in the classroom and in inter­
action with the teacher and his peers. At adolescence, pupils are engaged 
in a number of tasks, often more important to them than acquiring knowledge 
and passing examinations. They are seen as needing warmth, participation, 
dominance, activity and emotional stability. Hollingshead (1949) classifies 
these needs under three headings:
1. Achievement of appropriate sex role.
2. Gain of emotional independence from family and other adults.
3. An integrated means of social interaction with own peers.
These tasks, which may be viewed as developmental ones, are defined by
Hav/ighurst and Taba (1949) as:
those which arise at or about a certain period in the 
life of the individual, successful achievement of which 
leads to happiness and success with later tasks, while 
failure leads to unhappiness in individuals, disapproval 
by society and difficulty in later tasks.
Erikson (1958) claims that the characteristic concern of adolescence is:
fashioning of an identity, a way of life that is 
habitable .... each youth must forge for himself 
some central perspective and direction, some working 
unity, out of the effective remnants of his childhood.... 
he must detect some meaningful resemblance between what 
he has come to see in himself and what his sharpened 
awareness tells him others judge and expect him to be.
More (1953) explains some of the discordance in emotional behaviour as 
being due to the influence of inner chemical changes in the body on the 
appearance of outer social behaviour. For adjustment there is a need to 
achieve an emotional system able to cope adequately with the biological 
impulses, so yielding better organised social interactions.
Smith and Phillips (1959) studying the social effectiveness and 
developmental level in adolescence, showed that the level of social 
maturity, the ability to exercise personal independence and social 
responsibility, is a function of the level of cognitive functioning and 
that regression in cognitive functioning in adolescence is concomitant 
with biological changes of that period.
Burden (writing in Cole and Hall (1964)) lists as adolescent needs:
1. Love and acceptance (Warmth)
2. Intellectual life and creativity (Participation)
3. Status and recognition (Dominance)
4. Physical security (Activity)
5. Sexual satisfaction (Activity)
6. Realisation and improvement of self (Emotional stability)
He postulates three modes of response if frustration in the realisation of 
these needs is experienced:
1. An aggressive response expressed as anger, jealousy, hatred,
hostility.
2. Inhibitory and defensive responses expressed as fear, worry, 
dread, sorrow, embarrassment, regret, disgust.
3. Joyous response expressed as love, affection, happiness, 
excitement, pleasure.
The first type of response may be triggered by social events - teasing, 
unfair treatment, unjust accusations, sarcastic remarks, bossiness, 
unwelcome advice, being lied-to, experiencing others as being two-faced.
The second type of response may be triggered by school work - feeling- 
sinful, unpopular, shy, lonely, tempted to cheat, physical illness or 
accident, family illness. These emotions are reacted to by either rigidity 
or running away before the event.
The third type of response may be determined by the depth of self-esteem 
of the individual. Factors influencing this are social relationships, 
views about one's own personality and one's own physical attributes, fears 
of being unable to cope with life in one way or another.
Major factors contributing to the degree of maturity of the adolescent 
were shown to be:
1. The emotional maturity of parents.
2. The maturity of teachers and the extent of the encouragement to 
participate given by the school.
3. Acceptance by an admired group.
4. The encouragement of attractive enterprises and the experiencing 
of a kind view of adolescents.
5. Courtesy and consideration of adult co-workers in factories, etc.
Opposing views of the adolescent period are high-lighted by Boyd (1967),
quoting from Keats:
The imagination of a boy is healthy, and the mature 
imagination of a man is healthy, but there is a space 
of life between, in which the soul is in ferment, the 
character undecided, the way of life uncertain, the 
ambition thick-sighted, and thence proceeds mawkishness, 
(mawkishness being defined as inclination to sickness).
The adolescent is seen as more vulnerable to the stresses of life, thrown
upon his own resources, brutally exposed to the challenge of a tide; a
sink or swim mentality. On the other hand, Erikson, cited by Boyd (1967), 
sees adolescence, not as an affliction, but a normative crisis, i.e. a 
normal phase of increasing conflict characterised by a seeming fluctuation 
in ego strength. Adolescence is a critical period, where, if identification 
is incomplete or faulty the person is unable to establish himself and 
feels trapped. He is called upon to make fundamental decisions, but is 
unprepared. There is however still time for change, for further motivation, 
for correcting anomolies and for preventing serious hurt later. The 
psychological process of adaptation to puberty is proceeding. The 
adolescent is engaged in asking such questions as: Who am I? liJhat am I?
How am I? Excessive pain resulting from loneliness results in confusion, 
if this pain is kept internal and unvoiced, mental turmoil or illness may 
result, if made external it is displaced on society with resultant mal­
adjustment or delinquency.
Linken (1967) adopts the psycho-analytic viewpoint that society and 
early socialisation is to blame for retarded adolescent development and 
maladjustment. He claims there is an unconscious collusion between 
adults and children - and by inference between teachers and children - as 
each achieves secondary gain from the other’s behaviour. Duane, cited 
by Linken (1967) in explication, draws on sociological concepts; the 
adolescent is in rebellion against authority figures and parental 
standards. The fault lines in society’s system of values, with adolescent 
behaviour merely mirroring the sickness of a commercialised, self-gratifying 
society.
Hemming (1967) suggests a charter which might aid in preventing, or 
at least reducing alienation and isolation in schools:
1. Personalising of the curriculum.
2. Examination of racial problems within the context of a traditional
religious perspective.
3. Developing a sense of shared responsibility and mutual trust.
4. Providing for personal growth and the development of social
relationships and self-confidence.
However, such a four point charter to be effective would need to be spelt 
out in behavioural terms and related to the classroom situation.
Joseph (1969) from his study of the thinking of adolescents, drew 
the following conclusions:
1. The adolescent is aimless, with activities undirected.
2. A similarity of activities and interests are very important for 
continuation of adolescent friendship patterns.
3. There is a resignation to the importance of education and a 
begrudging respect for this, due to external societal pressures 
rather than internal regard.
4. The adolescent feels helpless with respect to the school system 
which is seen as being imposed on him. School is seen as a 
manipulator, an unjust authority figure, which forces dependence 
and blocks independence.
5. There is something of a negative or ambivalent attitude to parents; 
the adolescent has moved from the childhood idealistic view to 
realise that parents are fallible, imperfect, human and inconsistent. 
He senses the lack of trust by parents who are critical of him. He 
reacts acutely to their imperfections and to their restrictions of 
his activities. Friends are most important to the adolescent, they 
are seen as people to be trusted, people to talk to, dependable, 
sharing similarities of interests. The appearance of friends is 
considered to be important, they should be 'nice looking'. Their 
chief concerns are with interpersonal relationships and the future 
(in which they have little confidence). They prefer present 
happiness to delayed gratification.
The adolescents studied were found to differ considerably in values and 
attitudes, and in their ability to express these. The uniqueness, maturity 
and basic humaneness of the individual adolescent was stated to be most 
evident when he expressed his own ideals and values.
Orlofsky, et al. (1964) studied ego-identity status and the intimacy 
status. Five stages of Ego-identity Status and four states of Intimacy 
Status were identified. The five Ego-identity Status states were 
classified as:
1. Identity Achievement, there is a commitment to occupational and
ideological choices, stability, the ability to establish and pursue
realistic goals and the ability to cope with sudden shifts in 
the environment, the existence of an internal frame of reference.
2. Moratorium, where there is an identity crisis, vague commitments, 
contradictory needs for rebellion and guidance, ambivalence towards 
authority, very verbal and very variable. At best the adolescent
is an active, engaging, creature, at worst moved by an inner turmoil 
of indecisiveness.
3. Foreclosure, where the adolescent becomes committed to an occupation 
and ideology planned by adults, e.g. parents. In this stage he
is seen as most authoritarian and rigid, not experiencing an identity 
crisis, but always on the defensive.
4. Identity Diffusion, where the adolescent may or may not have experienced 
an identity crisis. Because he remains uncommitted, he may exhibit a 
’playboy® life style or schizoid personality. He appears to be aimless, 
aloof, drifting, helpless and has confused goals.
5. Alienated Achievement, although the adolescent is concerned with (
intimate interpersonal involvement, he becomes diffuse because of his 
cynical refusal to make commitments.
The four Intimacy Status states were classified as:
1. The Intimate State of stability, sociability, warmth, self-awareness, 
interest in others; the existence of developed mutual personal 
relationships and an absence of significant defensiveness.
2. The Isolate State of self-centredness, self-doubt, mistrust, lack 
of warmth and spontaneity, anxious, immature behaviour and formal 
stereo-typed relationships; uncertainty of vocation, lack of 
enduring relationships, lack of assertiveness and social skills; 
either bitter and mistrusting, or smug and self-satisfied.
3. The Pre-Intimate State, with respect for the integrity of the other*s 
openness, responsibility and mutuality, some ambivalence remaining 
with similarities to the intimate state but more internally pre­
occupied.
4. Stereotyped Relations, with no deep relationships, others are 
treated as objects, moderate constriction, shallowness, and paucity 
of self-awareness; a sub-type of psuedo-intimacy is defined also.
The findings showed that- the Identity Achieving subjects were able to 
establish mature intimate relationships. The Moratorium subjects were 
similar but only achieved pre-intimate status. These had the most variable 
relationships, but few heterosexual ones. A genuine intimacy developed after 
a reasonable sense of identity was acquired. The Foreclosure group were 
superficial in their relationships. They lacked depth and genuine closeness 
and had the lowest autonomy and highest social desirability ratings. The 
Identity Diffusion group formed stereotyped, superficial or pseudo-intimate 
relationships, or were isolates. They were also the least intimate and the 
most isolate of the subjects. The Alienated Achievement group were open, 
genuine, with non-controlling close relationships. They were the least 
isolated and the highest in autonomy and affiliation. A favourable 
resolution of the intimacy-isolation crisis was shown to be related to a 
successful resolution of the identity crisis.
Smart and Smart (1973) found that the adolescent quest for identity was 
influenced by the parents* marital situation, the absence of the father and 
the degree of communication with parents. They maintain that the adolescent 
search for independence does not necessarily entail hostility to parents.
They quote the work.of Bealer et al (1964), who claim that the rebellious 
youth sub-culture is a myth. Smart and Smart (1973), report, according to 
their study that parents were more influential with adolescents than were 
teachers. Teachers were perceived by adolescents as being more clever, 
skilful, persevering, rich and knowledgeable. Boys saw teachers as less 
calm, strong, successful and patient than parents. Parents were seen as 
more trustful, happy, popular and peaceful. The adolescents as a whole 
were more, strongly identified with parents than with teachers. This suggests 
that home influences would be stronger than school influences at the secondary 
stage, although the direction and strength of differing influences would be a 
function of early and later socialisation. The influence of peers occupies 
a more salient position during adolescence and is often stronger than either 
that of parents or teachers.
2.4.2.3 Peer Group Influences
Kelman (1958) identifies three processes through which individuals 
proceed in their socialisation, vis:
1. Compliance: A reliance on rewards and punishments.
2. Identification: Pupil behaves as ’good'' in order to maintain
or enhance his image.
3. Internalisation: Influence is accepted because the pupil’s own
values are congruent with the value systems of 
society - either macro, or micro. This may 
appeal to pupil’s rationality.
The degree to which the adolescent accepts the values of the school, 
of his parents or of his peers, is important here. Kelley, cited by 
Coleman (1961) has identified three types of pupil groupings, based on his 
analysis of:
(a) normative groups, where members of the group prescribe the 
values and norms and become the significant other, and
(b) comparative groups which provide a standard for comparison - 
e.g. a low stream using a high stream group as a comparative 
source, and complaining that the upper group were being 
given undue privileges.
i
The three types are:
1. Type A Peers as a positive reference group
Adults as a negative reference group
2. Type B Peers as a negative reference group
Adults as a positive reference group
3. Type C Peers as a positive reference group
Adults as a positive reference group.
Winder (1970) has produced evidence which purports to show that the 
educational values of the adolescent show a compromise between the perceived
educational values of friends and parents. Sugarman (1967) claims that it
is the pupils who are alienated from school, the Type A group, who turn most
readily to the teenage sub-culture. The behaviour of adolescents in schools 
may be viewed as a complex of the interaction between the three Kelman stages 
and the three reference types identified by Kelley.
2.4.2.4 Interaction Patterns
Both Hargreaves (1967) and Lacey (1970) have applied the social- 
psychological rrodel to the study of schools and have used the concept of 
the informal group to explain the social interaction proceeding in the 
classroom. They have identified the norms and values associated with various 
groups. These groups form 1 cultures* which are assumed to be consistent in 
their approach to school. Hargreaves claims to have identified the * central 
norms* of each of the classes he studied in the school. Conformity to these 
central norms is explained in the term of ’social pressure’ or ’power*.
Furlong (1976) detects three major difficulties with this model:
1. Interaction doesn’t just ’happen* in friendship groups but is 
constructed ’by individuals’. It is a changing scene in a 
classroom, dependent on many circumstances. Interaction is not 
restricted to friendship groups.
2. Norms and values are not consistent - even the most delinquent 
pupils are well behaved in certain circumstances. Teachers don’t 
always, invite the same amount of conformity or hostility, some 
lessons allow for greater feelings of personal achievement than 
others. Classroom situations change in the meaning they have for 
pupils and as they change so do the pupils* assessments of how to 
behave.
3. The implied pressure to conform to the group norms is not so real.
The representation of social interaction as one person responding
to some reified group is not valid and not borne out by observation.
Furlong proposes an alternative analysis, an attempt to determine what 
pupils ’know’ about the classroom situation. Pupils are seen to be 
continually adjusting their behaviour to each other where those actually 
interacting are always changing and where norms of behaviour are not 
consistent. It is important, he maintains, to record what pupils say about 
their classroom situations, to try and understand how they form rules for 
interpreting these situations. He claims that the group he studied, sixteen 
fifteen-year old girls, in the fourth form of a secondary modern school in a 
large English city, were more concerned with ’learning’ no matter what the
subject. The common assumption that such pupils are only interested in 
subjects with immediate relevance to their life after school is a myth; 
provided the learning situation is the sort they are looking for, they will 
co-operate and learn. The important question is how to determine the 
desired learning situation. The social psychological model can only diagnose 
and the remedy would seem to be in society, in enrichment programmes, etc.
The anthropological model suggests a need for greater awareness of what 
the pupil ’knows1 and how he is making sense of the classroom situation.
McPhail (1967) views adolescence as a period of social experimentation - 
a social experiment being defined by him as any situation where an individual 
exhibits an attitude or takes a course of action which is new for him and 
which elicits a reaction from any other individual or group. There may not 
necessarily be a conscious intention to test out the reaction. He studied 
the courses of action proposed by adolescents under different situations 
and found they could be classified under six action patterns. These he 
named as: Passive, Dependent, Aggressive, Avoidance, Experimental and 
Mature. Use of the experimental pattern reached a peak for girls at fourteen 
and for boys at fifteen. Mature patterns were suggested by an increasing 
number of adolescents between thirteen and eighteen. Use of the mature 
pattern became more common than the experimental pattern, first for girls 
at 15.8 years and for boys at 16.1 years. Wood (1964) also traced a 
progression in the development of concepts of social relationships in 
childhood and adolescence. The phases were identified as moving from
1. A most immature phase with episodic descriptions, through
2. A phase of perceptual dominance with more general description,
3. A transitional ambiguous phase,
4. A phase where adequate functional definitions were supplied, which 
were of the order of dictionary definitions,
5. A transitional phase,
6. A classification phase, to
7. A phase in which awareness of the circular or reciprocal nature
 of social relationships was displayed.
In attempting to analyse the interaction patterns in classrooms which 
cater for pupils between the ages of eleven and eighteen one needs to be 
aware of these multifarious needs, values, assumptions and goals influencing
the perception of the situation, and the resulting patterns of behavioural 
responses. For as Hudson (1970) says: "We order the world about us, filter, 
select and discriminate.1
This conceptualisation is offered by Eggleston (1974) and Delamont
(1976) in their critique of the normative view of society, dominated by
functionalist and conflict theories. They place more emphasis on the part
that individual perceptions play in determining social reality, the way in
which individual teachers and pupils define the situations and how these
help to determine its social arrangements. Perceptions of achievement define
achievement and also identify those who achieve; expectations about schools
can determine the nature and evaluation of schools. Walker, (1972) occupies
a similar stance:
The interaction of teacher and pupils within the social 
arena of the classroom is a central element in all 
educational institutions .... British sociologists of 
education in particular have been dominated by a 
concern with an education system that has failed to 
give social equality of access to different parts of 
the system .... have tended to assume uniformity in 
the nature of the educational process.
Delamont (1976) in explication draws on symbolic-interactionist theory -
we act according to the way we construe the world, but our construct system
may not be well built. The classroom relationships of teacher and pupils
are seen as joint acts - relationships which work and which are about doing 
work. The process is one of negotiation - an ongoing process by which 
everyday realities in the classroom are constantly defined and redefined - 
those with more power may be able to force their definition of the situation 
upon others. The intensely personal nature of the classroom situation is 
emphasised. This analysis echoes that of Hargreaves (1969).
The concept of the hidden curriculum,Snyder (1971), is relevant here - 
the unspecified, taken-for-granted ’rules1 which have to be mastered. There 
is need for research to illuminate how teachers and pupils come to construct 
shared meanings, organise rules and learn to live in a joint world, engaging 
in joint actions - how teachers convey to pupils what is ’really* relevant 
and important to them and how pupils reciprocate. Hargreaves, Hester and
Mellor (1975) have taken up this theme in their studies of how deviance 
is defined in the classroom situation, and how the ’taken for granted* 
rules of conduct influence classroom behaviour.
CHAPTER III
TWO NEWTOWN SCHOOLS, ETHOS AND ENVIRONMENT
3.1 Tradley and Progmor, Two Newtown Comprehensive Schools 
- Growth and Development -
For the purposes of this study the two schools are named Tradley and 
Progmor. They are two large co-educational secondary schools, with numbers 
on roll at January 1974, 1493 and 1791 respectively. They draw their intake 
from two distinctly separate neighbourhood areas of a post-war New Town- 
(in future referred to as Newtown), with a population of about 68,000.
The original development plan for education for Newtown was put before 
the Education, Finance and Policy Sub-Committee of the Education Authority 
in July 1949. This included provision for two single sex, three form entry 
secondary modern schools and one four form entry secondary technical school 
on the Tradley campus; two single sex, three form entry secondary modern 
schools and one single sex, three form entry grammar school on the Progmor 
campus. For the third campus in Newtown, two single sex, five form entry 
secondary modern schools and one single sex, three form entry grammar school 
were proposed. This plan of three moderately sized schools on one campus 
was seen as late as 1955 as being the answer to problems which might be 
generated if the London County Council (LCC) policy of giant comprehensives 
were adopted.
However there was considerable discontent over the secondary school 
selection procedures and the lack of adequate grammar school provision for 
children of families moving into Newtown. The pressures exerted on the 
Education Department particularly by middle class parents and the lobbying 
by political representatives produced a high level of public awareness by 
1956, which provided a favourable climate for change towards comprehensive 
schooling.
The first Headmaster was appointed to Progmor and took up his post 
on 1st May, 1958. In the first instance it was designated as a bilateral
school; rather than one of three schools on the same campus, with the possibility
of review of organisation in 1960 when all the buildings were complete. The
enthusiasm and commitment of the headmaster and his hand-picked staff, the
support given to the Head by the Governors and the Education Department and
the initial favourable staffing ratio, all contributed to the successful
development of the new school, so that by the time of the review, 1960,
Progmor was firmly established as an admired and important part of the
education system of Newtown. By what appears to be judicious manoevring of
the decision-making process, Progmor dropped its pretence of being an embryo
bi-lateral school and continued operating,with official approval,as the first
comprehensive school in Newtown. The school was built on the foundations of
hard work, lively activities, recognition of the importance of academic
success, but also recognition of individuality. The Head, on leaving his
post in July 1965, is reported as saying:
I leave it with the conviction that the great majority 
of the children who have passed through have achieved 
more, or at least the same, as they would have in any 
other system.
The new Head who took over in September, 1965 and was in post when the 
data for this study was being collected was also a man of vision and ideals, 
firmly convinced that all the pupils in his school should be regarded as of 
equal value. However, he was a visionary rather than a practitioner.
Policies were directed more towards equalising opportunity than to the 
pursuit of academic success. Many of the early enthusiasts had left to 
secure promotion elsewhere. By the time the second Head left in August,
1974, Progmor had lost its early supremacy and reputation of being the ’best* 
in Newtown. There were many reasons for this - change of ethos, change of 
staff, greater difficulties, e.g. increased pupil-teacher ratio, raising of 
the school-leaving age and changing composition of the catchment area (this 
latter point will be returned to later). An institutional profile of the 
school organisation compared the style of the leadership of the two heads.
The second head was described as:
1 . Being more concerned with the whole school population rather than 
mainly grammar-school oriented.
2. Ruling by consensus to a fairly deep level rather than as an autocrat, 
although prepared to waive democratic principles and make unilateral
decisions on issues that were felt to be crucial.
3. Establishing broader facilities in place of highly differentiated 
subject departments, and moving towards integrated mixed ability 
teaching, team teaching, enquiry and resource-based methods.
4. Concerned to accord higher status and more resources to less 
academic subjects.
5. Moving to open community based school with no prefect system, and 
no school uniform.
6. Favouring elimination of competition by abolition of speech days, 
school prizes and the placing of less emphasis on the sports team 
system.'*'
The third head of Progmor, who inherited this ambitious programme of rolling
reform, which might be described by some as somewhat ostrich-like in view of
the changing pattern of modern society, felt constrained after one term in
office to address all members of his staff in the following Vein:
.... we must provide a secure and purposeful environment 
within the school. The job of finding the relevant level 
and subject area on which to approach this generation of 
pupils will not get any easier. It is more difficult than 
it has ever been, but if we operate our known systems with 
conviction and a sense of purpose ourselves we shall convey 
something of the same to the students and leave fewer of 
them drifting aimlessly with no apparent involvement in 
anything and nothing of purpose to which to attach their 
lives.
Tradley was already established as a secondary modern school by the 
time the first Head began to develop Progmor. It quickly dropped into third 
position as far as parental choice went; the brighter children from the school 
neighbourhood were travelling across to either the town’s only grammar school 
on the third campus, or to Progmor. At a meeting on 11th March, 1959 the 
Education Committee decided that it was desirable for all three campuses 
to have equal standing and that provision for grammar school children should 
be made at Tradley as at Progmor. There was doubt expressed about whether 
the Head of the original secondary modern school (a non-graduate) was 
academically qualified to develop a new type of school with a grammar element,
1. D. Wright, "Institutional Profile" (Dissertation, University of Sussex, 
1975).
but on July 29th, 1959 the Governors decided that his abilities outweighed 
his lack of formal academic qualifications and that he was "capable of 
organising a secondary modern school with a grammar school element". (Rigby, 
page 166). The Head continued in post until his retirement in April, 1975, 
many new graduates were appointed and the Head accepted the challenge to 
develop Tradley so that it would become a viable alternative to Progmor for 
the more able pupils. However it was not until the grammar school on the 
third campus was merged with the existing secondary modern school to form a 
comprehensive school in September, 1966, that the intakes were rationalised 
with pupils mainly attending their own neighbourhood secondary schools.
According to local reputation, the Head of Tradley was formal and 
authoritarian, ruling by decree and brooking no questioning of his 
procedures. This tight control may have been felt to be necessary in view 
of ’the humble origins* of the school and the need to establish parity of 
esteem with Progmor. The stability of approach and the attention to . 
academic progress has enhanced the reputation of Tradley at the expense of 
Progmor, so that now, in the latter half of the nineteen seventies the 
position which obtained in the first half of the nineteen sixties is 
reversed and parents of the brighter children are demanding permission to 
send them to Tradley although living in the Progmor catchment area.
The number on roll as at 1st January, 1966 was 2026 for Progmor and 
1307 for Tradley. The yearly intake of both schools continued to increase, 
but the actual number on roll fell when the primary schools of the area were 
re-organised as middle schools and the secondary schools lost their 11+ 
intakes. This reorganisation operated from September, 1971 at Tradley and 
from September, 1973 at Progmor. By September, 1976 the numbers position 
had equalised, Tradley had 1649 on roll and Progmor had 1695.
At the time of this study three fairly large and one smaller middle 
schools provided the great majority of pupils for Tradley. Four middle 
schools provided the great majority of pupils for Progmor, the remainder 
coming from two smaller feeder middle schools, one maintained and one 
voluntary-aided Church of England. All of these feeder schools have been 
’unstreamed’ for several years and all claim to operate some version of the 
integrated time-table.
Most pupils living in the catchment area do transfer to the designated 
neighbourhood secondary school rather than to other secondary schools in 
Newtown (with the exceptions noted above). A significant proportion of 
parents elect to send their children to a nearby voluntary-aided Church of 
England comprehensive school. To what extent this constitutes ’creaming 
off* it is difficult to say. Most children of Roman Catholic parents attend 
Roman Catholic Primary Schools and proceed directly to a Catholic secondary 
school in Newtown, which is also comprehensive. Formerly, a very small 
proportion of parents did apply for their children to be admitted to two 
selective single-sex grammar schools which are situated some miles outside 
Newtown’s boundary. The origins of this arrangement were unhappy - the head 
of the boys’ school was reported as referring to Newtown’s contingent as ’the 
Newtown Mob* (quoted by Rigby, 1975, p. 135). Since re-organisation in 1976, 
this minor creaming off no longer operates. The practice of pupils 
transferring from primary schools to maintained non-denominational comprehensive 
schools within the community, other than the neighbourhood ones, is discouraged, 
although as stated above parental insistence sometimes forces the issue.
Although the two schools of the study had different origins (and in
spite of the small anomalies outlined above) they have virtually operated
as fully comprehensive'*'. At the time of this study they had been established
as such for at least ten years. It is reasonable to assume that both schools
would have gathered together a sizeable core of staff sympathetic to the aims
of the school and prepared to follow the Head in matters of school policy,
enforcement of rules, etc. The staffing was built up at a time of teacher
shortage, therefore it can be assumed that there was a greater element of
choice of school than obtains today. Some married women teachers,
geographically non-mobile, may have had less option, but presumably would
not have accepted a post in a school to whose philosophy they were violently
opposed. These factors would influence how the school functions in reality,
irrespective of how its organisational pattern is defined. As Bellaby (1977,
p. 108) writes:
Clearly how schools operate depends in a complex way upon 
the definitions (often competing) of staff with varied 
training^and experience,""the strategy of the head, and the 
— - expectations of the public and education authorities.
1. By ’fully comprehensive* in this instance is meant intaking virtually 
all the children of secondary school age from an area into the one 
school. Used in this context the term does not seek to define how the 
schools operate.
Beck (1972) writing with special reference to Progmor, where he was a
member of the teaching staff, refers to "the bad local reputation" of the
school, and "the frequent invidious comparisons with other local secondary
schools". He cites the charge of "poor discipline" at one public meeting
of parents and staff of the school, and in evidence quotes from the remarks
made by mothers at the meeting:
fly daughter loves coming to Progmor ... and she!s very 
keen to work, but she says the lesson is spoiled by those 
who just don!t want to ...
... and quite frankly I*m disgusted by the way she!s 
allowed to dress to come to school ... They go along past 
my house ... coming out of school ... smoking ... and down 
at the shops. On the buses they push and shove.
Others regretted the departure from traditional practices. One father is
quoted as saying:
I think the point is ... there*s no tradition in this 
school. The children can leave and not be proud to 
have belonged ... to come back to this school ..• there 
is no outward-looking push of the children.
Not all the parents at the meeting were so condemnatory; one parent responded
by saying:
Surely a prize-giving is a direct ... directly opposite 
to everything this school aims at.
Another, while admitting that the local reputation of the school was very
bad, adds:
I will say that my daughter in the sixth form is 
completely and utterly happy and, thank you very much,
doing very well. But it*s very sad ... that one must
constantly defend this school: because I know it has 
lots of good points ... but it*s got such a bad 
reputation.
One other parent reported a neighbours comment: "You wouldn*t send a boy 
there would you?"
This'local reputation* is to a certain extent due to normal antagonism to a
school 'on the doorstep' . Progmor is built on an open campus in the middle
of a housing complex, with a shopping precinct close at hand. It empties 
out over 1500 children, most of them at the same time. All these are 
contributory factors in the production of the reaction of horror in any 
local population. The third Head, who was appointed to the school for 
September, 1974 when looking for accommodation in the vicinity was struck
by the different regard of the school in different areas - its reputation 
grew in direct proportion to the distance from the school. Looking at a 
house in a village about seven miles away he was heartened by the remark: 
"Progmor, that*s a good school."
The question of what constitutes a good or successful school has been 
discussed in the introduction. The extent to which a school is considered 
to be ,goodl is dependent on the expectations of the judges. As flusgrove 
(1961) has shown, working-class parents are much more likely than middle- 
class parents to place responsibility on the school for social training and 
.good behaviour.
Beck (1972) suggests that the low esteem in which Progmor is held in
the immediate area may be attributable to the changes in the public
designation and affirmation of the terms Educational merit* and morality
made within the school. Gusfield (1967) cited by Beck (1972) has argued
that public designation and affirmation by accredited officials of particular
practices as legitimate, is often in itself highly significant, irrespective
of the degree of actual compliance with (or deviation from) such practices.
He suggests that:
The fact of affirmation ... expresses the public worth 
of one set of norms, of one sub-culture vis-a-vis those 
of others. It demonstrates which cultures have legitimacy 
and which do not. Accordingly, it enhances the status of 
groups carrying the affirmed culture and degrades groups 
carrying that which is condemned as deviant ... Irres­
pective of its instrumental effects, public designation 
of morality is itself an issue generative of deep 
conflict ... Legal affirmation or rejection is thus 
important in what it symbolises, as well as or instead 
of what it controls. Even if the law was broken, it was 
clear whose law it was.
Beck (1972, A.310 to A.312) interprets this:
Insofar as the progressive* policies pursued in Progmor 
have entailed changes in what is institutionally desig­
nated and affirmed as educationally legitimate and 
worthwhile, certain groups of parents may feel that *the 
school* has ceased to recognise and support *proper* 
educational standards - standards which are still visibly 
affirmed in all the other secondary schools in the area.
More specifically, in ceasing, for example, to publicly 
recognise and reward * academic excellence* through the 
presentation of prizes, or again, in ceasing to prescribe 
a normative mode of dress and instead * allowing all kinds
of sloppiness in dress and behaviour1, the school may 
be regarded as having symbolically repudiated the values 
and status of one group of parents (not necessarily 
categorisable by social class membership) in favour of 
those of other groups and their educationally ‘deviant* 
children. As Gusfield*s analysis suggests, in such 
circumstances, it may be irrelevant that among pupils 
from other schools, the actual extent of classroom in­
discipline, or ‘bad manners* in public places etc. may 
be just as great as among pupils from Progmor. The 
perceived incidence of such behaviour is likely to be 
greater in respect of Progmor pupils as is the degree 
of public censure of such perceived behaviour, since 
what is really at issue may be the control over the 
symbolic affirmation of a particular educational 
morality.
An anecdotal illustration may suffice here: a nurse visiting Tradley to make 
regular health checks commented with obvious surprise: "But these are clean, 
well-behaved boys and girls".
Certainly, from the writer*a own observations there is evidence of non- 
conforming undisciplined behaviour in both schools. The difference is 
that in Tradley, because of streaming policy, there are classes of pupils 
who are accustomed to entering a classroom, taking out their work and 
getting on with it with little disturbance. There are also classes in 
which the teacher is only marginally in control of the situation, with 
children moving about, shouting out, interfering with other pupils' 
property and doing anything and everything except meaningful work. There 
are also the *C stream* groups who in the fourth year, are for most of the 
time segregated into two huts as distant as possible from the main school 
building. Incidentally it was in such similar 'removed* huts in the lower 
school where the writer frequently found the less able groups for data- 
gathering. However, no quantitative indices taken from the time-table, 
are available to support this impression viz. that the less able are 
allocated the least attractive premises, placed at some distance from the 
main buildings. Two members of staff are in charge of the pupils of these 
two huts, responsible for the pupils* educational progress, well-being and 
containment. The pupils move out to other areas of the school for some 
specialised teaching, e.g. crafts, commercial subjects, mathematics.
Within the cloistered seclusion of the huts a 'compromise* solution has 
been achieved, the power differential between teacher and pupils is small, 
but pseudo-concord prevails.
On the other hand, in Progmor, where there is a much greater incidence 
of mixed ability teaching, one could find a certain amount of disruptive 
behaviour in several classes. The teacher's personality, relationship with 
pupils and mode of control becomes all important. The writer has observed 
classes where the general atmosphere has been good, controlled* with work 
proceeding well, and others with a high noise level, unnecessary movement, 
yet at the same time many pupils in the class working assiduously. There 
have also been classes where the teacher has been unmercifully provoked 
and almost in tears at the end of the lesson, yet this same teacher was 
conscientious and hard-working, with lessons well prepared in advance.
These wide divergencies in behaviour have been observed in the same school, 
and in some cases wide variations in behaviour emitted by the same pupils 
in different situations. The definition of the situation, as made by the 
pupil, appears to be an important intervening variable between what the 
school offers and how the-pupil responds.
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3.2 School Organisation
An examination of the patterns of organisation and policies in the 
two schools may be instructive in arriving at some understanding of what 
is on offer to the pupils and to the • community.
3.2.1 The Internal Organisation of Tradley
3.2.1.1 The Administrative Structure
At the time of this study there was a Headmaster, Deputy (male) and 
Senior Mistress - the latter was responsible for girls* welfare and was 
assisted in this by the females in Upper, Middle and Lower Schools who 
were either Heads or Deputies of these sections. Tradley was divided 
horizontally for administration and teaching purposes into three sections:
1. The Lower School which housed the second and third years in a 
separate building about 200 yards from the main building, 
separated from it by a public highway. There was some interchange 
of staff and pupils between the two buildings, e.g. for use of 
specialist craft rooms, but the Lower School had its own identity 
and was administered by a Head (female) and Deputy (male). In 
practice there appeared, at the time of the study, to be little 
consultation between these two people, there was, rather, direct 
referral to the Headmaster by both of them individually.
2. The Middle School which catered for the fourth and fifth years.
This was housed in the 1953 building and administered by a Head 
(male) and Deputy (female). This section of the school was almost 
completely segregated from the Upper School and housed the offices 
of the Middle School Head and Deputy and secretarial staff. In 
practice there was greater interchange of pupils and staff between 
Middle and Upper School than between these and Lower School. This 
arrangement provided for efficient use of specialist rooms, outside 
hutted accommodation and staff expertise.
3. The Upper School which occupied buildings completed in 1965. This 
consisted of the two sixth forms - Upper and Lower Sixth, and was
administered by a sixth form tutor, who was also responsible for 
arranging external examinations, and careers guidance and 
counselling.
This horizontal stratification for administrative purposes continued 
for the ’pastoral care system,: for the first four years. For each of the 
four years there was a year tutor and deputy responsible for discipline and 
general well-being of the pupils. The year tutors were responsible for 
collecting and collating information about individual pupils and keeping 
records of their year group. The policy was for the first year tutor to 
remain in that position to capitalise on his/her special knowledge and 
experience of liaising with primary schools and easing the transition of new 
pupils. As far as possible, the Middle School tutors stayed with the same 
groups for the two years to sustain the relationship. The year tutor was ■ 
not allowed sufficient time to develop direct relationships with pupils.
In consequence he/she did not appear to be a figure of major significance 
for the majority but only for the miscreants for whom he was the first line 
of referral.
Form teachers provided the most immediate contact with pupils. They 
were responsible for registration of about thirty pupils each and acted as 
mediators of internal communications. The extent of pastoral care afforded 
by these form teachers was very much dependent on the individual tutors. 
There was no tutor time allocated for 'getting to know the pupils', beyond 
fifteen minutes on two mornings per week, nor was there any positive 
encouragement for staff to become involved with pupils outside their role 
as teachers of subjects.
A part-time counsellor was appointed to the school during 1973. It 
was difficult to ascertain what was her intended role for she was not given 
the status of a member of staff.
3.2.1.2 Decision-making Procedures
There appeared to be very little staff consultation and staff 
participation in decision-making. The Head maintained tight control, even 
to the extent of decreeing what was an acceptable form of staff dress.
It has been reported that one member of staff was sent home for having the 
temerity to wear a 'too short1 mini-dress, while another one (also female) 
was treated in the same manner for coming to school in a trouser suit.
Heads of Departments met once per term for discussions on the allocation 
of resources, viz. the capitation allowance and to receive criticism and 
censure for such shortcomings of their staff as e.g. homework not set.
No agenda was provided for those meetings and the expression of representative 
views was not encouraged. The Heads of Departments were free to arrange 
meetings with their own staff, at their discretion, if they wished, to 
discuss internal affairs of their Departments. There was no universal 
policy, the number and timing of these meetings was very much within the 
control of each Head of Department. The three Heads of School met monthly 
with their year tutors and deputies, the function of these meetings being 
'to lay down the law' . The Senior Mistress met regularly with the three 
Senior Female Mistresses to discuss their work with the girls.
3.2.1.3 Pupil Representation
There appeared to be no official medium through which pupils might 
express their opinions. There was no pupil representation in the form of 
School Council. Prefects were appointed by the Staff, having been nominated 
by teachers and selected by the Head.from sixth-formers. The lower school 
had its own stewards, selected from the third-formers by the staff.
3.2.1.4 Grouping Practices
A fairly rigid banding system was in operation. Pupils were allocated 
to one of three broad ability bands, or to a remedial band. The allocation 
was made on the basis of reports obtained from the feeder Middle Schools.
It was stated that these reports contained an English and a Mathematics 
score, an Intelligence Quotient and the class teacher's report. No 
information was given as to how these scores were arrived at. The grouping 
of the intake year for 1973/4 is given in Table 2.
1. This information was obtained by the writer in an interview with a 
senior member of staff.
• TABLE 2
FORM DISTRIBUTION, 1973/74 INTAKE, TRADLEY
Top Band. N = 100 FORMS 2AX 2A2 2A
Second Band N = 60
2fl4 2B2 2A
Third Band N = 180 2C1 2C2 2C,
Fourth Band N = 40 2R1 2R2
(consisting of two 
remedial forms)
_ 2C. '2Cc 2Cc3 4 5 6
Setting occurs within the top three bands for Mathematics and French. The 
two remedial groups have a common core syllabus with marginal specialisation, 
They are to all intents and purposes segregated from the main body of the 
school in a separate remedial department, which is in the charge of a 
specialist remedial teacher.
The form divisions are not as clear cut in practice as they are in
intent. Sutcliffe (1975) writes:
I learned too late that 2Cg was not a comparable form 
with 2C4 as far as ability was concerned. The teachers 
involved with the form had been told at the beginning 
of the year that many children in 2C5 were of remedial 
standard.1
There is some cross-band movement, but it is very limited. One can only 
mention in passing the possible effects of teacher expectations, labelling 
and typing, and the danger of alienation at this early stage in the pupils* 
secondary school careers.
In the fourth year, pupils are grouped according to whether they are 
classified as potential G.C.E. *0* Level or C.S.E. candidates. Choices of 
groups of subjects are made within each band. The pattern of banding is 
continued into the fifth year, as shown in Table 3.
1. A similar problem was encountered by the writer when collecting data. 
One became aware of the severe limitations of some pupils when they 
were asked to complete questionnaires, etc.
TABLE 3
FORM DISTRIBUTION, 1973/74, YEAR FIVE, TRADLEY
Top band FORMS 5A1 5A2 5A3
Hybrid FORM 5A4
Second band FORMS 5B1 5B2 5B3
FORM 5B^ , (Commercial) 
FORMS bC1 5C2
Hybrid
Third band
In reality Forms 5C^ and 5C2 are found to contain a sizeable element of
remedial and disruptive pupils.
Entry to the sixth form is dependent on pupils obtaining certain basic 
qualifications in G.C.E. 101 level or C.S.E. The sixth form has a distinct 
1 grammar-school* type of organisation and ethos.
3.2.1.5 Innovation and Liberalisation
There had been little innovation and liberalisation of the curriculum 
by 1974. Social studies was only available as a C.S.E. subject and *liberal 
studies’ appeared only on the sixth form time-table. There was no attempt 
at integration of subjects. Sutcliffe (1975) reported on a 'second year 
experiment' in the school in 1974/75, this being the outcome of a working 
party recommendation of four years previous. The report had suggested that 
second year forms should be given two or three teachers only for the main 
school subjects instead of the usual fifteen or so. It was thought that 
this would ease the passage and reduce the discontinuity experienced when 
pupils moved from the non-specialist curriculum of the Middle Schools to 
the intense specialisation of the Secondary School, with the attendant 
exposure to a large number of teachers.
The conservative policy of the school is indicated by the fact that 
the new system was only implemented to a small degree:
Unfortunately, due to timetabling difficulties, this 
was not possible viz. the experimental treatment in 
the case of Form 2A ... the number of teachers per 
week taking this form was only slightly less than the
fifteen or so which a comparable form (2A^) had. In 
the case of the Band 2 form, the experiment did go 
through more or less as envisaged. (Sutcliffe, 1975).
There was also no departure from the traditional organisation of 'forms
of knowledge*. Sutcliffe (1975) writes:
Although under the experiment the teachers may not be 
specialists in one or two of the subjects they teach, 
the subjects remain the same, the pupil is still taught 
according to the same "specialist” curriculum.
There is little evidence of 'looking out* to the community at Tradley. 
Outside visits are undertaken for academic purposes, not social ones; orthodox 
visitors, such as representatives of the police force and the clergy are 
accepted, but more controversial visits are discouraged. There is a parent- 
teachers association, but it was reported to the writer as having a 'lapdog*
function, and acting merely as a fund raising body; it was not encouraged to
participate in any form of planning or policy-making.
3.2.2 The Internal Organisation of Progmor
3.2.2.1 The Administrative Structure
Until 1973, when Middle Schools were introduced and the school lost 
its 11+ intake Progmor was also divided horizontally for administrative 
purposes and teaching into a Lower School (first and second years), a 
Middle School (third and fourth years) and an Upper School (one year sixth, 
upper and lower sixth). This structure was partly determined by the fact 
that the school was housed in three separate buildings; the Upper and 
Middle Schools were close together but the Lower School was about a third 
of a mile away across playing fields, or twice the distance by road. This 
meant that the Lower School had a certain amount of autonomous functioning 
under its own Head and Deputy (at the time of the study these were male and 
female respectively but at the time of writing the sex allocation is 
reversed).
After September, 1973 the organisation was changed; from then onwards 
the Lower School housed the second and third years, the Lower School Head 
and Deputy retaining or even increasing the extent of their day to day 
control of the running of their part of the school. The Head, two Deputies 
(one male and one female) and one Senior Administrative Teacher became
responsible for the administration of the fourth to sixth years. A Sixth Form 
Tutor and Deputy were given responsibility for the academic and personal 
welfare of the sixth form pupils.
The 'pastoral care system' was based on a vertical structure throughout 
the school. There were four houses each having a Senior Housemaster/Mistress 
in the Main School and a House Master/Mistress in the Lower School. In 1973 
the second year intake within each house was grouped into three mixed-ability 
tutor groups. These were the basic social units; some attempt at continuity 
was made by having the tutor stay with his group for two years, the pupils 
remaining in their groups for four years. These tutor-groups met for 
registration at the beginning and end of each day (the end-of-day registration 
was deliberate policy to counteract truancy or 1nicking-off1 after morning 
registration).
Strong emphasis was placed on the pastoral role of the tutors, who were 
held to be directly responsible for the day-to-day welfare of the pupils in 
their respective tutor-groups, and were expected to show concern for and interest 
in each pupil as an individual. In addition to meeting their tutor group daily 
in time set aside at the beginning and end of each day the form tutor met them 
monthly as individuals to check reports. Each tutor kept a record of each 
pupil's progress and determined if and when a pupil should see his Housemaster 
or thB Headmaster - for praise as well as for correction. Parents were seen 
after reports were prepared twice yearly. The importance attached to the 
tutor's role is indicated by the contents of the following circular (1970):
Notes for Lower and Middle School Based Staff^
The object of the house tutorial system is to break the 
school down into smaller units so that each pupil may 
experience:
(a) a significant membership of a House and of a 
smaller group,
(b) continuous pastoral care,
(c) being dealt with as an individual, and
(d) the feeling of being well known by at least 
one member of staff.
It is the responsibility of Tutors to do everything 
possible to help provide a structure in which each 
member of his group can develop as a responsible person.
The work and influence of the TUTOR is of crucial 
importance to the CHILD and SCHOOL. Past experience 
has proved that the work of Tutors has been appreciated 
by parents and children; it is considered to be vital by
1. Internal memorandum, 1970.
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Housemasters, Heads of Schools and the School
Hierarchy, who will always give Tutors the fullest
possible support.
Incoming pupils with siblings already in the school were placed in the 
same house as their siblings; otherwise allocation to houses was done on a 
random basis. Housemasters tried to take account of friendship choices when 
allocating pupils to tutor groups within the house. The tutor groups were 
often strong cohesive groups, providing a measure of reassurance and 
stability to the pupils. There was a weakness in that if a tutor lacked a 
sense of responsibility or was unconvinced of the need for him to incorporate 
the function of caring tutor into his role as teacher. Such a tutor might 
even neglect to give out important daily notices with a consequent clogging
up of the administration machinery. In Progmor, where competition was
played down, there was little inter-house rivalry, but some sporting events 
and out-of-school games were organised on a House basis.
There were six Heads of Faculty in charge of the main subject areas in
the Upper School and Heads of equivalent Faculties in the Lower School.^
After reorganisation in 1973 these Lower School Heads of Faculty left to
go elsewhere claiming !,they had had their knees chopped off”. The Heads of
Faculty in both Lower and Upper Schools enjoyed a large degree of freedom
in running their own Faculties. There was, therefore, room for diversification
and flexibility in interpretation of school aims, e.g. the Head of
Mathematics continued to organise his department in streamed teaching groups
whereas the Head of the Humanities Faculty ran an integrated department
2
with some team-teaching and all mixed ability groups. The wisdom of such 
freedom might be held in question - it could prove a very confusing 
environment for some pupils who might experience difficulty in adjusting 
to differing expectations throughout the day. Nevertheless it does illustrate 
the attempt that was made in Progmor to delegate responsibility and grant a 
certain degree of autonomy.
1. These main subject areas were broad faculty divisions, not highly 
differentiated subject departments.
2. The subject areas integrated into the Humanities Faculty were 
History, Geography and Religious Knowledge.
3.2.2.2 Decision-making Procedures
A formal machinery was created to involve staff in the decision-making 
process. Consultative groups were set up and met regularly throughout the 
term to discuss policy and procedures. One such group was named Combo - 
and consisted of the Head, two Deputy Heads, three Heads of School, seven 
Heads of Faculty and four Housemasters. The conscious positive effort to 
obtain the opinions of staff and involve them in the decision-making 
process is apparent from an examination of the elaborated formal structuring 
of committees.
The following meetings programme was drawn up and fitted into the 
yearly calendar.
Combo: Composition as described above, this was replaced from
September, 1973 by:
Heads and Houses Meeting:
A. Upper School, chaired by Headmaster.
Composition: Deputy Heads (2), Senior Teacher, Housemasters (4),
Y/Ith Form Master, Heads of Faculties and Heads of 
Subject Departments which didn*t come under a 
Faculty umbrella.
B. Lower School, chaired by Headmaster.
Composition: Lower School Heads of Departments and Housemasters, 
Lower School Head and Deputy.
These met on Tuesday evenings, after school, about once per month, 
and were sometimes re-constituted to allow vertical discussions.
Other committees meeting on available Tuesday evenings were:
Faculties and Departments Meetings for Heads of Faculties and Departments. 
Sometimes these were vertical, sometimes Lower School staff and 
Upper School staff conducted their meetings separately.
House Meetings for Housemasters meeting with their House Tutors.
Open Discussion, for all members of staff to attend. The meeting elected 
its own chairman and any subject could be raised for discussion.
The Headmaster tried to be present as often as possible.
In addition to the Tuesday evening meetings there were lunch-time meetings 
in the Upper School on alternate weeks for either the Heads of Faculties 
and Departments or the Housemasters, to discuss matters with the Head and 
Heirarchy (two Deputy Heads and one Senior Teacher). Similar meetings were 
held in the Lower School, chaired by the Lower School Head.
Working parties were also set up to study specific topics such as
the progress of mixed ability teaching, sixth form curriculum, fourth year 
options and the provision of remedial teaching. Most departments organised 
their own internal department meetings, but no set pattern for this activity 
existed.
The Headmaster retained the right to make appointments, although he 
took counsel from the staff most directly concerned. He acted as Director 
of Studies, created the time-table and controlled the broader context of the 
curriculum.
3.2.2.3 Pupil Representation
Pupils had a representative voice through the School Council, which
was made up of elected members, one pupil from each House for each year, and
members of staff drawn from each building. The Council was chaired by the 
Headmaster. As it proved difficult to arrange regular meetings the School 
Council was replaced in 1975 by House Councils - one for each of the four 
Houses. It is reported that this has proved more effective, but 
intervention has been restricted to minor policy matters such as spending of 
the school fund money for House equipment. One attempt at involving the 
sixth form in participation in running the school resulted in a very strict 
set of rules being drawn up, but great reluctance expressed to the accepting of 
responsibility for their enforcement. Fear of loss of popularity was too 
great. The school has no prefect system - this was abandoned in 1967.
3.2.2.4 Grouping Practices
The school has seen the growth and development of mixed ability 
teaching. In 1971-2 lower school pupils were taught in mixed ability sets 
for half their time in school, in the following subjects: History,
Geography, Religious Education, Art and Craft subjects, Music and Drama,
Home Economics, Physical Education and Games. For the other half of their
time in school, pupils were allocated to sets grouped within three broad 
'ability bands' (in some cases also graded within each band) for the 
following subjects: Mathematics, English, French and Science. By 1974 
mixed ability, teaching had spread to some of these subject-areas and by 
1976 the lower school curriculum was taught in mixed ability groups for 
all subjects except French. The practice was continued into the Middle 
School where by 1976 grouping by ability was only undertaken for the teaching 
of Mathematics, Science and Foreign Languages.
3.2.2.5 Innovation and Liberalisation
There is therefore a considerable amalgamation of C.S.E. and '0* Level
groups, both taught together for a large part of the time. The school has
promoted the institution of the C.S.E. Mode 3 system of examination in
several subjects, thus ensuring a greater control over the syllabus and
form.of examination. Experimentation in the mode of teaching has been
encouraged, with emphasis on enquiry-based learning, backed by resource
materials and team-teaching. As a means of promoting social education and
interaction under controlled conditions, the Youth Wing with its less
inhibiting atmosphere was used for discussions, and as a common room for
fifth-formers at lunch and break times. The Head believed the aim of
social education to be:
To help pupils to understand themselves, their 
abilities, their potentialities; to use discretion; 
to evaluate social pressures; to be tolerant of 
others' points of view, and to learn the art of 
self-control.
The Head also strove actively.to develop the concept of the school as
a community school:
... to effect a fundamental change in relations 
between the school and its community, ... ^nd to 
improve the quality of neighbourhood life.
Co-operation between school and the community was encouraged in several ways.
Two notable examples are:
1. The introduction of a community service option in the Humanities
course for the fourth and fifth year pupils, and
2. Use of the Youth Wing during two afternoons per week by mothers
1. Staff circular, 24th Danuary, 1973.
2. ibid.
of young children. The children were cared for by Senior pupils 
while the mothers were left free to participate in various 
activities.
Senior members of staff in Progmor have endeavoured to develop a 
’progressive' educational orientation. The term ’progressive1 is employed 
advisedly by various teachers in the school, both in internal and published 
documents relating to the school, and used in contexts such as staff meetings, 
parent-teacher association meetings, etc. The possibility of discrepancies 
between teachers1 progressive aspirations and day to day interactions between 
pupils and teachers is acknowledged. However there are observable consequences 
of attempts to abandon various practices which were felt to be harmful, divisive 
and incompatible with ’progressive1 aims. Three significant examples are;
1. The decision to discontinue the practice of holding a prize 
distribution ceremony and School Speech Day.
2. The abolition of school uniform and
3. The withholding of special coaching for academically gifted 
sixth-formers.
In the. allocation of resources, attention is given to the needs of the whole 
school population with no biasing in favour of the more academic pupils. A 
serious attempt is made at fair time-tabling with a balanced allocation of 
time and rooms to all ability bands.
There may have been wide discrepancies between the avowed aims and 
the objectives achieved in Progmor, but the vision and commitment was there 
guided by the ’’defining principle of comprehensive education which is that 
the education of all children is held to be intrinsically of equal value”.
(P. Daunt, 1975).
Unlike Tradley, there has been at' Progmor, during the reign of the 
second Head, from 1965 to 1974, considerable innovation and change in the 
internal structure and in the organisation and content of the school 
curriculum. Indeed it has been said that change came to be the rule rather 
than the exception and the third Head, appointed for September, 1974, 
settled for a period of consolidation with a minimum of changes.
3.3 Curriculum Policy
One of the hallmarks of progressive education is the extent to which 
schools are prepared to move away from the traditional subject areas and 
offer experiences which are considered to be more relevant» particularly 
for the 'less able* pupils. The School's policy in preparing and entering 
pupils for External Examinations is significant here. Some schools may be 
prepared to depart from traditional practice in the early years, but tighten 
up and become traditional when aspects of accountability and quality of 
results enter into the calculations. Schools which are willing to try new 
combinations of subjects and 'chance their arm' in the arena of public 
acclaim for 'good results* might be said to be more progressive in 
orientation.
At the Certificate of Secondary Education (CSE) level in 1974, Progmor 
offered Geography and Community Studies and History and Social Studies 
instead of Geography and History. They also offered Engineering Workshop 
Practice, Photography, Creative Dance, Creative Drama and four language 
subjects, Spanish, German, French and Russian. The only concessions to 
integration at Tradley were small groups entered for 'Geography in the 
Modern Age*, 'Man in his Habitat' and 'Aviation Studies'. No languages 
were taken in Tradley at CSE level in 1974.
The 1976 CSE subject list for Tradley is not available, but the total 
number of subjects offered had increased by two, so it is possible that 
there was some small movement away from the traditional subjects. Progmor 
adopted a similar policy in 1976 as in 1974.
The General Certificate in Education Ordinary Level (GCE*0*Level) 
subject lists for both schools have more in common than the CSE lists, 
but once again at Progmor Geography and Community Studies is offered instead 
of Geography, and History and Social Studies instead of History. Art and 
Design, Drama, and Human Biology are found only in the Progmor listing, 
while Greek History and Greek Literature in Translation are found in the 
Tradley lists.
The General Certificate in Education Advanced Level (GCE'a' Level)
list for both schools differed little in 1974. Tradley alone offered Latin 
while Progmor alone offered Spanish and Russian. Progmor also offered 
Engineering Drawing, General Principles of Law and Psychology. Progmor 
also entered eightyHshree candidates for Advanced-Ordinary ('AO1) Level 
while Tradley only submitted ten. The extent to which integration and 
experimentation is advisable in a secondary school is open to debate, but 
it is apparent from these records that Progmor was more open to change than 
Tradley.
3.4 External Examination Results
As part of the continuing debate about the most appropriate form of 
secondary education, greater attention is being directed towards the optimum 
conditions for maintaining or improving 'standards'. Schools' aggregates 
of results in external examinations are under scrutiny, and while such 
results are not the only criteria by which the success of a school can be 
determined, they are nevertheless often invoked as a basis for comparison. 
There are several reasons why direct comparisons of one school's examination 
results with another may be odious. The 'quality' of the original input 
may be different for a variety of reasons, e.g. home background, primary 
school experiences, individual differences. The overall objectives of the 
two establishments may be different, e.g. one may be more academically 
oriented while the other may pay greater attention to the social and 
personal development of the individual. One school may have passed through 
a greater upheaval than another, due to re-organisational requirements 
imposed from without, or to changes from within, e.g. staff changes, new 
curricular approaches. Schools may have different policies regarding which 
Examining Boards to use; or which route to follow, whether to place more 
emphasis on GCEf0* Level or CSE work; whether to operate a majority of Mode 1 
or Mode 3 systems. They may also operate different entrance policies, some 
may only enter those who 'have a good chance of success* others may enter 
all who want 'to have a go*; some may operate a more generous 'double entry' 
system (entering candidates for both GCE‘o'Level and CSE examinations).
Nevertheless, while stressing the need to pay attention to the plethora 
of variables which may affect the overall results the following statistics 
are offered for scrutiny. Table 4 gives a summary of the numbers on roll 
and intake numbers at Tradley and Progmor in September, 1973 and September, 
1975 and the intake statistics of previous years which relate to the 1973 
or 1975 fifth or sixth forms. These figures provide the basis on which the 
percentages in tables 5, 5 and 7 are calculated.
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Summaries of results obtained by fifth and sixth form pupils at Tradley 
and Progmor in the Summers of 1974 and 1976, in the CSE and GCE Examinations 
a t V  and V  Levels are given in tables 5, 6 and 7. Precise detailed 
comparisons are not possible because of the different Examining Boards 
used, the different accounting and summarising systems employed, and the 
change-over in grading procedures adopted by the Boards in 1976. From 
that date GCE '0'and 'A Level results were no longer categorised as pass/ 
fail, but were graded throughout from A to E and ’Unclassified'.
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3.4.1 GSE Examination Results, Summer 1974
Tradley pupils did better than Progmor pupils overall and performed 
as well as the national average, but Progmor had a higher proportion of 
Grade 1 passes than Tradley, although these results were both below the 
national figures. On this index both schools are less successful than the 
national average.
TABLE B
CSE EXAMINATION RESULTS. SUMMER 1974, PERCENTAGE PASSES PER GRADE LEUEL 
Percentage passes Tradley Progmor England & li/ales
Grade 5 or better 90.9 84.2 90.9
Grade 4 or better 73.6 67.6 78.4
Grade 1 6.7 8.1 14.1
When the number of candidates entered for CSE is examined, it can be 
seen that Progmor entered a greater proportion of the total year than did 
Tradley, but a similar proportion of the total entered were graded in both 
cases, The Progmor figure may be inflated by a number of first year sixth 
form pupils who re-took CSE subjects. This number would be small but 
cannot be isolated as it does not appear separately in the statistics.
3.4.2 CSE Examination Results, Summer, 1976
In this year again the Tadley record was comparable with the national 
one for total number of passes, with Progmor 5.7 per cent lower. Progmor 
pupils once again gained a higher number of Grade 1 passes but neither 
schools approached the national average on this index as the table below 
shows.
TABLE 9
CSE EXAMINATION RESULTS. SUMMER 1976, PERCENTAGE PASSES PER GRADE LEVEL
Percentage passes Tradley Progmor England & Wales
B G
Grade 5 or better 91.9 86.2 91.0 91.9
Grade 1 7.4 10.1 13.8 15.5
Actual candidate numbers are not available for Tradley for this year.
A large proportion of the pupils entered at Progmor gained at least one 
subject in the CSE Examination. The Headmaster!s Report to the Governors 
records that 93.7 per cent of school leavers were entered for some form of 
public examination. The school took part in a feasibility study in which 
sixty-one candidates were entered for the Certificate of Extended Education 
(CEE). These figures have not been entered into the general analysis, but 
it can be seen that the pass rate, is very satisfactory (92.9 per cent passes, 
43.8 per cent at Grade l).
3.4.3 GCE*D1 Level Examination Results. Summer 1974
The national percentage pass rate for this examination in Summer 1974 
was 59.5 per cent. Tradley exceeded this by 7.5 per cent and Progmor results 
were comparable with the national average. All Tradley candidates sat for 
one board, Oxford, but Progmor candidates were entered for examinations run 
by two boards, A.E.B. and Cambridge. It is reported by the Examinations 
Officer that on the whole the 'better* pupils would be entered for the 
Cambridge examinations, the bulk of the entries being in Mathematics and 
Chemistry. The Headmaster's combined analysis provides the best overall 
picture; this gives the pass rate as 58.4 per cent of all entries, and
62.5 per cent of all fifth form entries.
A smaller proportion of candidates passed overall at Progmor than at 
Tradley, but the picture is confounded because of the use of two examining 
boards. Another feature is the tendency of Tradley to be less generous 
in its entering policy e.g. in Summer 1974 72.2 per cent of the fifth year 
were entered for GCE‘B1 level examinations compared with 87.7 per cent of 
Progmor fifth years. It appears that on the whole there is little 
difference between the two schools in the 10*level examination results, and 
the overall pass rate is as good as, if not better than, the national 
average.
3.4.4 GCE'O1 Level Examination Results. Summer 1976
At Tradley the percentage of subjects passed at Grade A, B or C was
65.1 per cent, while at Progmor it was 58.8 per cent for the fifth form
and 28.9 per cent for the sixth form, giving an overall total of 55.2 per 
cent. This compares quite favourably with the national average for this 
year which was 57.3 per cent for boys and 59.7 per cent for girls. The 
numbers of those passing with Grade E or better was not reported for 
Tradley, but for Progmor it was 77.6 per cent, slightly below the national 
average of 81.8 per cent. Thus for the'O'Level examination, Tradley pupils 
are seen as performing slightly better than the national average and Progmor 
slightly below this level. This needs to be viewed in the context of the 
more liberal entering policy adopted at Progmor, particularly for sixth- 
formers.
The complexity of the situation, and the unsatisfactory nature of a 
global analysis of this nature needs to be reiterated. When referring to 
'the total number of candidates en,tered* - this may include candidates 
entered for nine or ten subjects and candidates entered for one subject 
only. Where two boards are used the same candidates may take subjects under 
both boards making it difficult to ascertain exactly the total number of 
candidates sitting in the fifth year. Summary sheets give combined totals 
of all fifth and sixth year pupils entering and passing. The pass list 
includes those who have taken GCE *A* Level examinations but have only been 
awarded GCE'0'Level grades. Progmor has tended to develop a general sixth 
form system, accepting pupils for one year only to either re-take CSE 
or GCE'O'Level examinations or up-grade CSE passes to'0*Level passes.
The inclusion of lower sixth results would have the effect of depressing 
the overall percentage passes, (in the Headmaster's Report to Governors 
in 1974 the number of sixth form entrants was classified as 61 * A * Level 
entrants and 45 first year General Sixth entrants). On the other hand,
Tradley has in the past tended to aim for a more closed sixth form with 
greater emphasis on pupils having a minimum number of'O*Level passes 
before being accepted into the sixth form. This has naturally meant that the 
bulk of candidates sitting the 'O' Level examinations have been drawn from the 
traditional type of fifth form. This does point up the undesirability of 
using examination statistics in.isolation, when trying to assess the 
respective merits of different schools. In particular it highlights the 
difficulties facing the DES attempt to monitor progress in the nation's 
schools and explains why the teaching profession is so sceptical and 
suspicious of blanket attempts to assess performance of pupils within schools, 
or to enter into discussion about comparable standards across schools.
3*4.5 GCE'A*Level Examination Results. Summer 1974 1
These results are more susceptible to analysis and comparison because 
they involve a more homogeneous group of pupils, viz. those who are 
committed to study for GCE*A*Level subjects with a vieu to gaining entry 
into higher education or higher level employment at eighteen, requiring *A‘ 
Level passes. There is a complication in that Tradley pupils sat for the 
Oxford Board Examinations while some Progmor pupils sat for both AEB and 
Cambridge Board Examinations. In addition eighty-three candidates from 
Progmor were entered for'AO* Subjects. An extracted summary is given in 
Table 10 below. These figures were not included in the overall subject 
passes given in table 7, but it was not possible to isolate them from the 
overall candidate entry statistics.
TABLE 10
PR0GM0R-GCE AO EXAMINATION STATISTICS: SUMMER 1974
AO Subjects Number of Candidates 
Entered
Number of Candidates 
Passed
General Paper 60 20
Further Religious Studies 17 4
Home and Community Studies 4 4
Use of English 2 2
TOTAL 83 38
The 'Af Level pass rate for Tradley pupils was 69.9 per cent overall; for
Progmor pupils it was 66.7 per cent of AEB candidates, 47.8 per cent of
Cambridge Board candidates, giving 54.8 per cent overall. This indicates 
that Tradley pupils did slightly better than the national average of
69.1 per cent as did Progmor AEB candidates; overall Progmor pupils did 
less well. The records show that 80.7 per cent of these pupils taking
'A* Level examinations at Tradley gained one or more 'A* Level passes and 70.2
per cent gained passes in two or more subjects. It is more difficult to 
determine the overall position at Progmor because of the use of two 
Examining Boards. The figures supplied in the Headmaster's Report to the
Governors are given in Table 11.
TABLE 11
PRQGMOR-GCE 'A* LEVEL STATISTICS. SUMMER 1974
Total
1 H U U I  JUM  ri u- v u.i- wirii *
number of candidates 81
Total passing in one subject 24
two subjects 20
three subjects 16
four subjects 1
Total passing in one or more subjects 61 (75.3$)
Total passing in two or more subjects 37 (45.6$)
Unfortunately this does not seem to be a complete summary, as form ADP/17 
shows that 97 candidates were entered for Cambridge Board alone with 62 
passing in at least one subject. An additional record shows that seventeen 
candidates took Cambridge Scholarship level papers; of these two gained 
distinctions and seven passed with merit. It would seem that these results 
have not been included in the above analysis. If this is true the 
discrepancy between the Tradley and Progmor scores for candidates gaining 
two or more 'A* Level passes would be considerably reduced.
At Tradley fifty seven candidates were entered for *A* Levels. This 
represents 19 per cent of the original intake for that year; 15 per cent 
of this original intake gained one or more'A1 Level passes and 13.3 per 
cent gained two or more *A* Level passes. At Progmor these proportions 
were 23.0 per cent, 14.7 per cent and 7.6 per cent respectively. It must 
be emphasised that these latter percentages are calculated on Cambridge 
Board figures only. There were five candidates who took AEB examinations 
only and forty-one who passed AEB examinations in one or more subjects 
who would qualify to add these to the Cambridge results, thus improving the 
overall performance rates considerably.
The national figures give 15.5 per cent of English school leaves in 
1974 as having 1 or more'A1 Level passes and 12.2 per cent as having 2 or 
more'A'Level passes. The records of both Tradley and Progmor therefore 
compare favourably with the national averages.
3.4.6 GCE'a'Lev/el Examination Results, Summer 1976
The overall pass rate for Tradley uas 81.4 per cent, for Progmor 
47 per cent, the national rate for boys uas 67.7 per cent, and for girls
68.6 per cent. On these figures Tradley pupils appear to be performing 
much better than Progmor pupils at ,A* Level. A breakdoun of the figures is 
given in Table 12.
TABLE 12
GCE'A'LEVEL RESULTS, SUMMER 1976. PERCENTAGE PASSES. PER GRADE LEVEL
Tradley
England 
Progmor Boys Girls
Percentage of A B or C grades auarded 45.9 26.0 34.7 33.6
Percentage of D or E grades auarded 35.6 30.6 32.9 35.0
Percentage of 0 grades auarded 15.7 18.7 15.7 16.9
Percentage fails 4.6 24.6 16.7 14.5
This confirms the superior position of Tradley, both in relation to Progmor 
and to the national figures. At Tradley there uere also ten Merits and one 
Distinction gained on Scholarship papers.
The results need to be examined uith reference to the entering policy 
in both schools. Unfortunately, there are no figures available of actual 
candidate entry figures at Tradley, but at Progmor 12.6 per cent of the 
original intake supplying the 1975/76 sixth form uere entered for'A* Level 
examinations. 8.1 per cent of the original intake gained one or more'A* 
Level passes, and 5.5 per cent gained tuo or more’A1 Level passes. These 
figures fall uell belou the national ones; 17.0 per cent of boys and 14.7 
per cent of girls in England left school in 1976 uith 1 or more'A'Level 
passes, uhile 14.1 per cent of boys and 11.5 per cent of girls left uith 
2 or more'A' Level passes. The rider needs to be added that there are *gbod 
years* and ’bad years*, and one cannot judge entirely on the result of one 
year. For example, the combined analysis of performance for the Summer 1977 
Examinations at 'A1 Level shous that 70.5 per cent of entrants uere auarded 
one or more passes and 51.3 per cent gained tuo or more passes. Using the
1970 intake as a base for reference this would mean that 12.6 per cent of 
leavers from Progmor gained one or more V  Level passes and 9.2 per cent 
gained tuo or more 'A1 Level passes. This is still belou the national level, 
but nevertheless a considerable improvement on the previous year*s results.
These 1974 and 1976 results indicate that on the uhole Tradley pupils 
performed slightly better than the national average, and Progmor pupils 
slightly belou. There uas a falling off in the success rate of Progmor 
pupils at 'a' Level. However, as explained before, this is a gross over­
simplification of a very complex situation.
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3.5 Entry into Further and Higher Education
Table 13rlshous the record of entry into further and higher education in 
the tuo schools at the end of the tuo years 1974 and 1976. The Headmaster 
of Tradley reported that thirty eight sixth form leavers uere bound for 
higher education in 1974 from a total sixth form of fifty eight, i.e. 65.5 
per cent, or 12.7 per cent of the intake numbers of 1967. In 1976 this figure 
uas increased to forty-seven, being 15.6 per cent of the intake numbers of 
1969. On the other hand, the Head of Progmor reported that only tuenty four 
of the sixth form leavers uere entering higher education in 1974 and eighteen 
in 1976. These figures represent only 31.2 per cent and 24.3 per cent 
respectively of the numbers leaving the upper sixth at the end of these tuo 
years; or 5.7 per cent and 4.5 per cent of the supplying intake years for 
1974 and 1976 respectively. It is interesting to compare these figures uith 
the national ones as supplied in table 13.
TABLE 13
SCHOOL LEAVERS, PERCENTAGE GOING OH TO HIGHER EDUCATION
Tradley Progmor B o y s ^ ^ ^ G i r l s
Percentage of all leavers going on to full-time 
further education
1974 12.7 5.7 16.9 23.0
19.9
1976 15.6 4.5 18.8 25.3
Discussion uith the sixth form master at Progmor and reference to the 
Headmaster’s Report to the Governors, indicates that by 1974 eighteen year 
olds uere becoming more questioning about the assumed value of higher education. 
Many more of the 1974 leavers uith 'a' Level qualifications uere shouing a 
determination to go directly into employment.
The Headmaster of Progmor, reporting in the follouing year,said that 
of the sixty seven sixth form students leaving in 1975, seven missed getting 
on higher education courses because of poor'A1 Level grades, others had
Hational figures obtained from Statistics of Education, School Leavers, 
Volume 2, H.M.S.O., London 1975 and 1977, pp. 46-48, and 32-33 resp.
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sights ‘lowered1 from Universities to Polytechnics, sixteen chose to enter 
directly into employment, four returned to the upper sixth to secure better 
grades, six were members of the lower sixth who were returning for a second
year or going on to a local College of Further Education, and two had
transferred. Ten were intending to take up places at University, fourteen 
at Polytechnics and eight at Colleges of Education. The total number 
entering higher education was greater for 1975 than 1974, thirty two as 
opposed to twenty four, but this figure had fallen to eighteen by 1976.
The national figures show a higher proportion of girls continuing in 
education beyond eighteen than boys. Many girls go on to do secretarial 
or nursing courses. This information was not included under the ‘Admissions 
to Further Education* section either at Tradley or Progmor; the Head of 
Tradley reported in 1976 that of the fifth and sixth form girl leavers,
five had entered on pre-nursing courses and four had left to be trainee
secretaries. Obviously such courses do not carry the same prestige as do 
traditional academic courses and are not reported so assiduously. It is 
possible that the percentages given in table 13 would be increased if such 
courses were included, as is the practice in the compilation of the national 
statistics. For 1974 at Tradley the same number of boys and girls are 
shown as going on to higher education courses, but for 1976 this changes, 
giving twenty two per cent for boys and 9.3 per cent for girls.
It would seem from these figures that Progmor is not succeeding in what 
may be considered to be one of the most salient aims of the progressive 
movement viz. to reduce the differential in opportunities and attainments 
according to social class. An article by Auriel Stevens, Education 
correspondent, in the Sunday Observer, 9th Duly, 1978, reports that there are 
signs within the Universities of Oxford and Cambridge that some dons are 
becoming increasingly embarrassed by the low proportion of their entrants 
coming from State schools.
It may be on the other hand, that pupils at Progmor are developing a 
greater maturity of judgement and a more realistic appraisal of the value 
of higher education to them at the age of eighteen. Certainly the trend 
towards deferring entry into higher education for at least a year was 
observable at Progmor by 1974, and it is known that pupils from this school 
entered Universities or Polytechnics one or more years after leaving school,
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although firm statistics are not available. This aspect of school leavers1 
decision-making will be discussed later as uill that of 1 staying on* 
beyond the statutory leaving age.
\
3.6 Teachers* Aims and Objectives
There is sufficient evidence available to substantiate the proposition 
that the two schools of the study may be positioned towards opposite poles 
of a continuum labelled ‘Traditional ... Progressive'-. At Progmor, there 
was emphasis on promoting increasing autonomy for the pupils, on social 
relationships, staff consultation, innovatory practices, abolition of 
school uniform, prizes and speech days. At Tradley there was little 
encouragement given to pupil representation and participation, the wearing 
of school uniform was strictly enforced, prize-giving and speech days were 
salient features of school life, and there was no formal machinery for staff 
involvement in the decision-making processes. A comparison of Progmor's 
full-scale Humanities Project and mixed ability grouping with Tradley*s 
small tentative second year experiment indicates the extent to which new 
ideas are received and taken up in the two establishments.
Grouping policies, type of sixth form provision, external examination 
policies and procedures all confirm the orientation of the two schools as 
does the presence or absence of a desire to promote and foster community 
relationships.
The ideology has to be translated into practice in the classroom for 
it to have meaning for the pupil participants. The emphases which teachers 
place on certain aspects of the educational process operate as important 
mediating elements.
Musgrove and Taylor (1965, pp.171-179) carried out an inquiry during 
the early 1960 s to estimate the extent to which teachers in different 
schools saw their roles as diffuse* or 'restricted* and the weight they 
attached to different aspects of their work. They sought the opinions of 
470 teachers in grammar, modern, junior and infant schools, on six commonly 
accepted educational aims:
(1) Moral Training
(2) Instruction in Subjects
(3) Social Training
(4) Education for Family Life
(5) Social Advancement
(6) Education for Citizenship
The results showed that grammar school teachers had a more restricted view
of their role than modern school teachers; junior school teachers in middle
class areas had a more restricted view than those in working-class areas;
married women junior school teachers had a more restricted view than single
teachers. The work of teaching was seen primarily in intellectual and
moral terms by teachers in all four types of school. They were comparatively
indifferent to more general social training, although teachers in secondary
modern schools emphasised social training more than did those in grammar
schools. The climate of opinion has changed since this research was carried
out. There has been a growing emphasis on child-centred education, on
attempts to lead children to be more self-directed and more autonomous, and
on greater pupil participation in the decision-making process. The extent
to which teachers have accepted a changing role, and the extent to which
changing principles have governed practice in the classroom is not known.
Raven (1976), examining user perceptions of, and reactions to, the
educational system in the Republic of Ireland writes:
Why do teachers not attend to the goals which they believe 
to be important? Why do they do nothing about the fact 
that they know that many of their pupils are bored in 
their lessons? Why do they continue to teach academic
subjects when they know that these confer few benefits
on many of their students?
The results of his analysis of the teachers1 perceptions of educational
objectives, using data obtained from 1,200 teachers in the Republic of
Ireland, showed that these teachers attached:
a great deal of importance to the development of 
. qualities of character and to developing the patterns 
of thinking, feeling and behaving summed up by such 
terms as 'independence', 'initiative', 'a sense of 
duty toward the community', 'an enthusiasm to learn',
'to enjoy communicating well', 'considerateness* and 
'developing a philosophy of life*. None of these 
things imply mere knowledgeability or ability but an 
entire complex of knowledge, skills, motivation, 
enthusiasm and a general attitudinal disposition: an 
interest, keenness, positiveness, and in general, a 
degree of self-initiated, self motivated activity not 
commonly associated with the classroom.
It. is true that the two investigations reported above used different
methods and different types of questionnaires, nevertheless the different
emphases are indicative of the changing role and perceptions of teachers.
3.6.1 The Teacher's Questionnaire
To investigate whether measurable differences in educational objectives 
existed between the two school staffs, a questionnaire was designed and 
distributed to all members of staff in each establishment. A copy of the 
questionnaire is given in Appendix 5. The teachers were asked to rank, in 
order of importance to them,.twelve educational objectives. The list was 
derived from a study made by school teachers and college of education 
lecturers into what should constitute the basic curriculum for teacher 
training courses. The objectives may be classified under five headings 
as follows:
Social
Nos. 1. Training pupils to communicate with others.
3. Training pupils to work co-operatively with others.
12. Helping pupils to become aware of their responsibilities 
to the community.
Academic/Future Orientation
Nos. 2. Instruction in the subject.
4. Vocational training.
Creative Approach
Nos. 6. Encouraging creativity.
11. Encouraging pupils to develop an active, enquiring
approach to problems, etc.
Order and Structure
Nos. .8. Moral education.
10. Maintenance of a well-ordered classroom.
Acceptance of Individuality
Nos. 5. Developing an understanding of individuals in the class.
7. Helping pupils to become aware of their own strength and
limitations.
9. Training of pupils in self-discipline.
It was hypothesised that the Progmor teachers would be more concerned 
with social aims than the Tradley teachers, and that the younger, less 
experienced teachers would show this same trend more than older teachers.
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3.6.2 Administration of Questionnaires
As far as possible, the teacher1s questionnaire uas handed directly 
to the teacher concerned uith a short explanation of some aspects of the 
research. In other cases the questionnaires were addressed to individual 
teachers and placed in their pigeon-holes uith a request for early completion 
and return. Some follou-up of requests and reminders uas necessary in both 
schools. In spite of reminders and face-to-face requests the response from 
Tradley staff uas someuhat disappointing, thus reducing the reliability of 
comparisons made betueen the tuo schools. Table 14 gives an analysis of 
the response rate for the tuo schools.
TABLE 14
ANALYSIS OF RESPONSE RATE TO TEACHER«S QUESTIONNAIRE
School questionnaires Number of staff officially
... ... on roll 1974/75Number Number   :------ L--
 ________ distributed_______Returned . Full-time_____ Part-time
11 
7
3.6.3 Analysis of Results and Discussion
The mean ranking on the tuelve items uas calculated for Tradley and 
Progmor teachers separately. The ordering of items is given in Table 15.
TABLE 15
TEACHER!S QUESTIONNAIRE: RANK ORDER OF EDUCATIONAL OBJECTIVES
- Rank Order
1st
2nd
3rd
4th
5th
6th
7th
8th
9th
10th 
11th
Tradley Progmor
i  i ' ­l l
2
9
3
121
12
7
6
5
10
0
/
Tradley 83 29 78
Progmor 100 53 100
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Both groups rate the enquiry approach as of highest importance and vocational 
guidance as of least importance. The only large discrepancy in order of 
ranking is Item No. 2, Instruction in the Subject, which is placed second 
by Tradley teachers and eighth by Progmor teachers. They confirm the 
more academic, subject centred orientation of Tradley staff.
The Progmor group of teachers rank two places higher than the Tradley 
group Objectives Nos. 3 and 1, and one place higher, Objective No. 12.
These three objectives are all classified as Social ones. The ranking is 
an indication of the priority accorded to this category by Progmor teachers. 
In the Acceptance of Individuality1 category, Progmor teachers rank 
Objective No. 5 two places higher and Objective No. 7 one place higher while 
the Tradley teachers set more store by the Objective of*Training in Self- 
discipline* (No. 9) which they rank one place higher. Objective No. 10 
is ranked one place higher by the Tradley teachers, once more indicating a 
greater emphasis on order and discipline. Somewhat surprisingly, the 
Tradley teachers rank Objective No. 6, *Encouraging Creativity*, one place 
higher, than do the Progmor teachers.
The general trend then is for Progmor teachers to be more concerned 
about Social aspects and Acceptance of the Individual* and less about 
a *bJell-ordered Classroom* and *Training in Self-discipline*. Tradley 
teachers are much more concerned about giving * Instruction in the Subject*, 
thus confirming an academic orientation. Two results which contradict this 
assessment are Tradley teachers* higher placing of the *Encouraging 
Creativity* objective and Progmor teachers* higher placing of the *(vloral 
Education* Bbjective. However, the two groups are not very homogeneous 
in their expressed opinions as the following analysis shows:
L
TEACHER*S
TABLE 16 
QUESTIONNAIRE, RANGE OF RANKINGS CHECKED
Item No. 11
TEACHING EXPERIENCE
Less than Five to fifteen 
five years years
Hore than fifteen 
years
Tradley Hales 1-4, 11 1, 4-6 1, 10
Females 2, 6.5 2, 8 1, .10
Proqmor Hales 1-6 1-4, 7.5 1, 2, 4, 6, 7
Females I, 3, 5-7.5
II, 12
1-4.5, 10 2-3.5, 7-9.5
Item No. 4
Tradley Hales 4, 6, 10, 11 3, 10-12 7, 11, 12
Females 6, 5, 7 10, 12 12
Proqmor Hales 8, 10-12 2.5, 6, 8, 9,
11, 12
5, 11, 12
Females 5, 7, 9-12 7, 9, 11, 12 11, 12
The Kendall coefficient of concordance, UJ, was calculated to obtain the 
degree of association between the responses of the Tradley teachers and 
those of the Progmor teachers, and also between all the teachers who 
completed the questionnaire. The results are as follows:
Tradley teachers W =0.2044
Progmor teachers UJ = 0.3215
Total sample UJ = 0.2240
The probability associated with the null hypothesis that the rankings are
2
unrelated was calculated using the formula X  = K(N - l)lil. The following 
results were obtained:
2
Tradley sub-group 47.2164
Progmor sub-group 183.898
Total sample 179.872
All three chi-square values are significant at the 0.001 lev/el. The null 
hypotheses that the rankings are unrelated can therefore be rejected for 
all three groups. The inference to be made from this analysis is that 
there is more variance within groups than between groups. The extent to 
which their opinions expressed in a paper and pencil test is indicative of
their actual behaviour in a classroom situation is a matter for debate. There 
is scope for individuality in teacher-pupil interaction in the classroom, 
but role expectations generated by the institution and the necessity to 
reduce role strain may impose limitations on freedom of action. This could 
be a fruitful area for further investigation. How far are declared beliefs
t
and ideologies implemented in the day to day interaction between teacher 
and pupils, and how far are they modified by the constraints of the 
organisation.
3.7 The Catchment Areas of Tradley and Proqmor
3.7.1 Growth of the Neighbourhood Units
The Master Plan for the development of Newtown proposed a division of 
the residential area into nine neighbourhood units, forming a double ring 
round the centre, each with a population varying between 4,100 and 7,600.
The plan was revised so that eventually the four inner neighbourhoods were 
scheduled to have a net residential density of fifty persons per acre and 
the five outer ones thirty persons per acre. Uithin each neighbourhood a 
variety of different housing types was scheduled so that there would be a 
balance of social classes in each one. The road layouts were designed to 
encourage residents to meet and mingle at certain focal points, and in 
particular at the centre itself. There was an ambitious plan for the centres, 
based on community needs, which was never fully realised. Provision for 
the social and cultural needs of the growing population were not made to any 
appreciable extent until houses, shops and schools were well-established. 
Community centres, sports centres, etc. were built much later; after the 
neighbourhoods had established their leisure-time life styles. These life­
styles may in some cases have been less than satisfactory and may have had 
an adverse effect on the children growing up at this time. The lack of 
foresight in determining the incidence of car ownership meant that a large 
number of cars were of necessity parked in the streets, creating congestion 
and reducing the number of safe play areas.
3.7.2 Social Class Composition of the Catchment Areas
Uith the aim of fashioning a balanced community, the Development 
Corporation built and offered for sale non-subsidised houses of a higher 
standard for managerial and professional groups. The pressure for housing 
led them to sell sites freehold to the public for house building and to 
make land available to private developers to build estates for those wanting 
to buy their own houses. These unsubsidised dwellings were not distributed 
evenly between neighbourhoods; this led to social segregation and the 
development of socially Unbalanced* neighbourhoods. The tendency was for 
the inner ring areas to become *less favoured* and consequently to have a
greater proportion of working class people than in the outer ring areas.
Heraud (1968, p. 53) writes of the New Towns of the nineteen sixties;
However, while class heterogeneity on a town basis has 
been achieved, on a local or neighbourhood basis a 
certain social homogeneity has developed, in which 
different neighbourhoods have taken on distinctive 
class characteristics.
By 1966, sixty four per cent of houses in Newtown were Commission
houses, seven per cent were local authority houses and twenty nine per
cent were owner-occupied.^ The bulk of the latter were in the developing 
neighbourhood areas c and r. Tradley receives mainly children from three 
primary schools, A, B and C situated in neighbourhood areas a, b and c 
respectively, while Progmor receives mainly from the four primary
schools P, Q, R and S, situated in the neighbourhood areas p, q, r and s,
respectively. The social class distribution in these neighbourhoods is 
given in table 17.
TABLE 17
SOCIAL CLASS STRUCTURE OF NEUTOUIN NEIGHBOURHOODS, 1961
Social Class a
Newtown Neighbourhood 
b c p q r
I Professional 2.1$ 6.1$ 1.4% 5.7% 4.5% not
II Intermediate
Professional
7.5% 9.5% 18.6% 16.1$ 15.8$ developed in 1961
III Unskilled non-manual 
skilled manual
,61.6% 66.1% 62.9% 61.7$ 65.5$
IV Semi-skilled manual 19.2% 15. ‘4% 10.0% 11.1$ 7.2$
V Unskilled manual 9.6% 5.1% 7.1% 7.4$ 7.2$
I & II Middle Class 9.6% 15.4% 20.0% 19.8$ 20.1$
III to V Working Class 90.4% 84.6% 80.0% 80.2$ 79.9$
The social class scale used is the Registrar General's Classification of 
Occupations.
The Newtown figures represent the occupational class of heads of household of
2
subsidised dwellings, but exclude private and new non-subsidised dwellings.
1. V.A. Karn, Newtown Housing Survey, University of Birmingham, 1970, p.l.
2. Source; Heraud, Table II, p. 45. Only the figures relating to the 
neighbourhoods appertaining to this study have been extracted.
It can be seen from the 1961 survey that both schools in the study were 
drawing from similarly balanced communities. In both neighbourhoods there 
were rows upon rows of New Town Commission houses, many without garages. 
However, as neighbourhoods c and r developed during the nineteen sixties 
there were more spacious dwellings with larger garden space and garage 
provision. Neighbourhood c had on the whole the better type of development • 
more detached houses and more individuality of lay-out. It is possible that 
Tradley*s catchment area population became more middle class; many more of 
the city commuters would take up residence in this neighbourhood as it was 
convenient for the railway. There are unfortunately, no statistics to 
confirm this, it is an impression gained by the writer while living and 
working in Newtown.
It is instructive to attempt some comparison of the structure of the 
working population in Newtown with the national scene. Newtown was 
developed to house some of the London overspill population, but the bulk of 
people moving in were not people at the top of a housing list or from slum 
clearance areas. The breadwinners were the employees of firms who were 
being encouraged to move in because they were progressive, successful and 
employed appreciable numbers of administrative or technical staff. The 
development plan aimed at a self-contained industrial area, situated to the 
north-east of Newtown centre, and providing varied employment for both sexes 
and all income levels .
Table 18 shows the position of Newtown*s employment structure in 
relation to the regional and national averages; Newtown had a much higher 
proportion of employment in the manufacturing industries.
TABLE 18
EMPLOYMENT STRUCTURE OF NEWTOWN, SOUTH EASTERN ENGLAND 
AND GREAT BRITAIN
Category of
Employment Newtown S.E. England Great Britain
Manufacturing 53.2 34.5 38.0
Services 45.4 60.9 57.4
Other 1.4 4.6 4.6
The figures are 
Source: — -
given as percentages.
___ County Council, *Newtown* Expansion Study, conducted by
the University of Sussex (1969).
Table 19 indicates the occupational class characteristics of Newtown, 
Greater London and England and Wales.
TABLE 19
SOCIAL CLASS STRUCTURES OF NEWTOWN. GREATER LONDON AND 
ENGLAND AND WALES. 1961
Social Class Newtown Greater
London
England and 
Wales
I Professional 3.7 . 4.8 3.8
II Intermediate Professional 13.4 15.8 15.4
III Unskilled non-manual and skilled 
manual
63.6 52.2 51.1
IV Semi skilled manual 13.1 18.1 20.5
V Unskilled manual 6.2 9.1 9.2
I & II. Middle Class 17.1 20.6 19.2
III to'V Working Class 82.9 79.4 80.8
The figures are given as percentages.
The Social Class Scale used is the Registrar General*s Classification of 
Occupations.
The Newtown figures represent the occupational class of heads of household 
of subsidised dwellings, but exclude private and new non-subsidised dwellings, 
whereas the figures for the standard populations represent the occupational 
class of all occupied and retired workers. (Heraud, p. 39).
Table 19 shows that in Newtown, the majority of the population fall 
into Social Class III; in comparison with the national figures this Class 
is over-represented. The numbers in Classes I and II are broadly similar 
to the national figures, and there are lower proportions in Classes IV and 
V. These 1961 figures show that the planners of Newtown had succeeded in 
their aim of avoiding purely working class (housing estate) communities, and 
had instead recruited a socially balanced population.
No overall figures are available after 1961, but table 20 is a
composite built up from information obtained by Beck in his 1972 study, 
from that obtained for this study and from the 1966 National Sample Census. 
Beck*s data was collected from approximately half the 1971 Progmor intake; ' 
precise details of data collection procedures used in the present study will 
be supplied later.
TABLE 20
SOCIAL CLASS STRUCTURES OF SAMPLE 
POPULATION
Fathers of Sample of Intake Pupils to Occupied and retired
Social Class
Progmor
1971
Progmor
1973
Tradley
1973
males aged 15 and 
over for England & 
Wales, 1966
I
Professional
II
3.3 N=6) 2.8 9.6 4.1
Intermediate
Professional
13.4 N=24) 18.4 25.0 15.2
III (N)
Unskilled
non-manual
III (M)
18.0 N=32) 17.0 6.7 10.0
Skilled
manual
IV
48.3 N=86) 40.4 38.5 39.0
Semi-skilled
manual
15.9 N=28) 9.9 5.8 20.0
V
Unskilled
manual and 
unclassified
1.1 N=2) 11.5 14.4 11.7
I & II
Middle Class 16.7 N=30) 21.2
34.6 19.3
TIT. IV nnri \/ ,-----7 --------  -
Working Class 83.3
N=148 j 78.8 65.4 80.7
The figures are given as percentages.
1966 National figures from Table 30, Sample Census, 1966, Economic Activity 
Tables, Pt. Ill, HNSO, 1969.
D.C. Marsh*s (1963) formula used to sub-divide Social Class III.
Table 21 facilitates a comparison of the Social Class composition of 
the intakes to Progmor for 1971 and 1973 and of the intakes to Tradley for 
1973.
TABLE 21
SOCIAL CLASS COMPOSITION OF INTAKES TO PROGMOR. 1971
AMD 1973, AND TO TRADLEY, 1973.
Social Class
PROGMOR 
1971 intake 1973 intake
TRADLEY 
1973 intake
I 0.8 < 1.3 < 5.5 >
II 1.8 < 3.2 > 9.8 >
III N 8.0 > 7.0 > 3.3 <
III M 9.3 1.4 > 0.5 <
IV 4.1 < 10.1 < 14.2 <
V 10.6 < 0.2 < 2.7 >
I & II Middle Class 2.6 < 1.9 > 15.3 >
III, IV and V 
Working Class 2.6 > 1.9 < 15.3 <
The figures indicate the extent of the deviation from the 1966 Census figures
and the sign shows the direction of deviation:
> : indicates greater than 1966 Census figures and 
< : indicates less than 1966 Census figures.
From local knowledge, Beck (1972, p. 319) claims that:
It is unlikely that the Social Class composition of the 
intake has altered significantly over recent years 
(1968-1972). There has been no change in the catchment 
area of Progmor* and the proportion of children entering 
from each feeder* primary school has remained similar.
The pupils involved in this present study formed part of the intakes for
1971 and 1973 and it is reasonable to assume from a knowledge of local
conditions that there was continuing stability over these two years.
Comparing the 1973 intake with the 1971 intake at Progmor it can be 
seen that there is a 0.5 per cent decrease in Class I, five per cent 
increase in Class II, a one per cent decrease in Class III N, a 7.9 per 
cent decrease in Class III M, a six per cent decrease in Class IV, and a 
10.4 per cent increase in Class V and unclassified. Comparing Progmor 
1973 intake with Tradley 1973 intake, it can be seen that the latter has 
6.8 per cent more in Class I, 6.6 per cent more in Class II, 10.3 per cent 
in Class IIIN, 1.9 per cent less in Class HIM, 4.1 per cent less in Class 
IV and 2.9 per cent more in Class V and unclassified.
A comparison of both 1973 intakes with the national figures shows 
that the Progmor structure is similar to the national one with over- 
representation of the unskilled non-manual group and under-representation 
of the semi-skilled manual group. The Tradley structure differs markedly 
from the national one; the professional classes are considerably over­
represented while the semi-skilled manual group is considerably under­
represented (by 15.3 per cent and 14.2 per cent respectively).
It has ‘to be accepted that some of the differences may be due to 
errors in children!s reports of their fathers1 occupations. Some pupils 
have a higher opinion of their fathers* 'engineer* status than is justified; 
this was obvious in some cases where individual checking was possible. The 
large proportion falling into Class V may be due to children*s reluctance 
to report father*s occupation or to lack of specific knowledge, e.g. where 
father had left home. This latter fact may account for the smaller 
proportion of skilled manual workers shown in the 1973 Progmor intake, 
compared to the 1971 intake.
The trend on Newtown's industrial estate was towards the employment 
of more skilled craftsmen and the elimination of semi-skilled and unskilled 
jobs. The larger proportion of Class II workers may be explained by the 
fact that a tenth neighbourhood unit (r) was being developed to the east of 
neighbourhood q, but still feeding into Progmor. In this new area there 
were houses for sale, both semi-detached and detached, some built under the 
New Town Commission and some under private control. Such development would 
attract managerial and executive staff. There was in this same neighbourhood 
an expanding area in which the density of housing was high and the accommodation 
was only available for renting. This might explain the increase in the
proportions in Class 11 for the 1973 intake.
From the data of the study it would appear that Tradley in 1973 had 
a much larger middle class intake than did Progmor (34.6 per cent against
21.2 per cent). It is difficult to accept these figures without question 
because the data also suggests that the Tradley intake is 15.3 per cent 
more than the national figures for Classes I and II. Observation of the 
area reveals a large number of better class residences and the existence of 
a 'commuter belt* but not all the middle class population of Newtown live 
in this one catchment area, it is not a completely segregated development. 
There are also many areas round the school which have the typical terrace- 
house development of subsidised commission houses. It would require a 
detailed survey to determine whether the catchment areas had changed 
radically in composition since Heraud produced his figures in 1961 (see 
table 17).
Suffice it to say that teachers in Progmor held the view that the school 
received its intake from a ’depressed’ socio-economic level whereas the 
staff in Tradley held something of the opposite view. This undoubtedly 
would influence the teachers* expectations and the demands they were 
prepared to make on their pupils. In Tradley this might have a positive 
encouraging effect on some pupils, but might also have had an alienating 
effect on the less successful, less committed ones. In Progmor, it is 
possible that the latter groups would be better served, but the former group 
would suffer from not being stretched or challenged sufficiently.
CHAPTER IV
THE EMPIRICAL STUDY - DESIGN AND METHOD
As explained in Chapter I, the objective of the present study uas 
to investigate the differential effect of school ethos on the attitudes, 
motivations and perceptions of secondary school boys and girls. The 
investigation uas carried out in tuo schools, Tradley and Progmor, 
believed to be representative of the traditional and progressive 
orientations respectively. The subjects were drawn from the twelve to 
thirteen year olds (second years) and fourteen to fifteen year olds (fourth 
years) at the school. Section 4.1 gives details of the sample and 
sampling procedure adopted.
The sample size was reduced to 501 as individuals with incomplete sets 
of data had to be removed from the study. The procedure for dealing with 
small quantities of missing data, arising from incomplete papers within the 
sets of data, will be explained in Appendices SI and S2.
ThB MAIS Questionnaire was used to measure pupils* attitudes and 
motivations and represented the dependent variable. The independent 
variables were School ethos, age and sex; the effect of a series of 
mediating variables was also examined, e.g. Home Background, Ability,
Future Expectations and Personality Characteristics. Additionally the 
relationship between School Ethos, Age, Sex and Ability and Future 
Expectations was examined. Descriptions of the psychometric measures 
used are given in Section 4.2.
Open-ended, sentence completion measures were used in conjunction with 
prepared video-sequences thus employing a phenomenological approach to 
ascertain pupils* perceptions of teachers. Responses relating to pupils' 
judgements of 'the Ideal Teacher* and the 'Least-liked Teacher* and their 
estimation of the allocation of responsibility for good work and good 
classroom behaviour were also sought. Full details of the preparation of 
video-sequences and sentence completion schedules are given in Section 4.3.
To obtain pupil perceptions of teacher styles in an individual setting 
cartoons were prepared and used as elements in a construct eliciting 
exercise, based on the Kelly Repertory Grid technique. Section 4.4 contains 
full details.
The administration of the above tests, questionnaires and exercises is 
described in Section 4.5. A schedule of all the variables used in the study 
together with the codings for computer analysis of data is given in 
Appendix 6.
4.1 The Study Sample
The reorganisation of primary schools in Newtown into middle schools, 
catering for eight to twelve year olds, necessitated a consequent adjustment 
of the intake age of secondary schools from 11+ to 12+ years. The pupils 
selected for this study were taken from those who were either in their 
first or third years at the schools, but as they continued to be named as 
second and fourth years respectively this same nomenclature will be adopted 
throughout this study. To avoid confusion they will be referred to as 
the 12+ cohort and 14+ cohort. The second year forms contained pupils who 
were aged twelve and thirteen and the fourth year forms contained those who 
were aged fourteen and fifteen. A small sample of pupils from the Iowbt 
sixth forms in each school also co-operated in the study.
Due to the constraints obtaining in large secondary schools the 
sampling procedure might be more aptly described as haphazard rather than 
random. It was after prolonged negotiation that the writer obtained 
permission to collect data in Tradley. The method of obtaining a 
'’representative sample’ was governed by the following procedures: The
writer was required to be present at 8.30 a.m. in the 'operations room' 
where ’fill-ins’’ were being organised to replace absentees for the day, 
and to be prepared to act as an unpaid supply teacher for a particular 
class needing a teacher or 1baby-minder'. A willingness to be flexible 
and to be in attendance at 8.30 a.m. each morning soon produced a co­
operative atmosphere in which a certain amount of re-negotiation of class 
allocation was possible. Ultimately access to a fairly representative sample 
across the ability ranges for the 12+ and 14+ years was obtained and 
facilities were made available to follow up the same groups at a later 
date. Nevertheless the whole data-gathering activity was very time-
I
consuming and somewhat unsatisfactory. At Progmor the sampling procedure 
more closely approximated to random sampling. The second years pupils are 
randomly assigned to tutor groups on entry. Five tutor groups across three 
of the four house groups were allocated to the writer who was accorded very 
helpful co-operation by the lower school staff.'*' Fourth year groups were 
obtained by direct liaison with the Head of the Humanities Faculty, where 
the pupils were taught in mixed ability groups. Six teaching groups were
1. The four houses have been named Eliot, Graves, Hardy and Thomas for 
the present study.
allocated and in addition access was obtained to a group of less able 
pupils (or less school-oriented) during their European Studies lessons.
This group uas taking "European Studies1' because they were considered to be 
either too ill-endowed or too ill-motivated to study a foreign language."*"
There were several reasons for the choice of age groups for the 
empirical study:
1. Both research findings and 'common-sense knowledge1 support the 
proposition that there is a growing disenchantment with school and 
increased alienation from school as boys and girls pass through 
the adolescent years. The present study aimed to ascertain whether 
there were any differential effects of the two school systems on 
this trend. Ideally, a longitudinal study would have been under­
taken, using the same group of children throughout, but time and 
resources did not permit this. > Hence the choice of two separate 
age-groups within the same school as the basis of comparison.
2. It was felt important to look at new entrants to the schools
before they had experienced too much inculcation of new values.
The optimum time for data collection would have been early in the 
Autumn Term, but this was not possible. As Hargreaves (1975) has 
shown teachers develop "highly elaborate typifications of pupils" 
and these typifications "form part of the teachers1 common-sense 
knowledge of pupils and their acts in the classroom". His theory 
of typing "proposes that pupils are typed or formulated by teachers 
in three stages". He names these three stages 'speculation1, 
'elaboration' and 'stablisation'. It is reasonable to assume that 
pupils are also engaged in this process of typing of their teachers 
and the school system - and that at the time of data collection 
(Spring - Summer, 1974) they had stablised their conceptions.
3. The choice of fourth year pupils was dictated by the fact that
permission to use fifth years was not forthcoming. In both schools 
it was felt that school time should not be used for avoidable 
extraneous activities as all pupils were on examination schedules 
either preparing for CSE or GCE*□' Level examinations. Fourth 
years were chosen in preference to third years to obtain a greater 
time span between the two samples, thus allowing changes in
1. The composition of the 12+ and 14+ years from which the sample was
drawn is given in appendix 7.1 and the composition of the study sample 
in Appendix 7.2.
orientation to schooling, if any, to be manifested.
Groups of pupils, usually in their teaching groups, were asked to 
complete questionnaires and a personality inventory. Data uas collected 
at more than one session.
Losses in numbers are due to incomplete sets of responses, because 
some of the pupils uere absent on the second or subsequent occasions of 
data collection, and to spoiled and incomplete papers.* There is a 
smaller proportion of losses in Progmor as greater co-operation uas given 
to enable follou-up of individuals uho had been absent on one or more 
occasions of testing. This uas often made possible during morning tutor 
group time uhen individuals or groups could be removed uithout interference 
uith teaching time. Because of the more flexible system at Progmor larger 
sampling of the uhole year uas possible.
Tl7e total sample size uith all sets of responses complete uas 501.
The sample uas made up of the follouing sub-groups:
TABLE 22
COMPOSITION OF STUDY SAMPLE BY SCHOOL, AGE & SEX
TRADLEY
Group 1, named Tradley 2B
Boys, aged 12 - 13, draun from four classes:
Upper ability band 2A3 13
u it it 2A4 17
Louer ability band 2C1 8
n it it 2C5 13
TOTAL 51
Group 2, named Tradley 2G
Girls, aged 12 - 13, draun from four classes!
Upper ability band 2A3 16
ti it it 2A4 14
Louer ability band 2C1 9
II II tl 2C5 14
TOTAL 53
1. These details uill be elaborated upon later.
Group 3, named Tradley 4B
Boys, aged 14 - 15, drawn from eleven classes
Top ability band 4A2 10
" " " 4A |Y|IXED 13
Mid ability band 4B MIXED 17
b & c
Bottom ability band 4C1, 4C2 12
TOTAL 52
Group 4, named Tradley 4G
Girls, aged 14 - 15, draun from nine classes: 
Top ability band 4A2 15
" " " 4A MIXED 5
Mid ability band 4B MIXED 17
Bottom ability band 4C1, 4C2 20
TOTAL 57
PROGMOR
Group 5, named Proqmor 2B
Boys, aged 12 - 13, draun from nine classes:
2 Graves B, 2 Graves C 13
2 Hardy C, 2 Hardy D 19
2 Thomas B, 2 Thomas C 22
Remedial: 2 Graves A, 2 Hardy A,
2 Thomas A 8
TOTAL 62
Group 6, named Proqmor 2G
Girls, aged 12 - 13, draun from nine classes: 
2 Graves B, 2 Graves C 14
2 Hardy C, 2 Hardy D 25
2 Thomas B, 2 Thomas C 34
Remedial: 2 Graves A, 2 Hardy A,
2 Thomas A 6
TOTAL 79
Group 7, named Progmor 4B
Boye, aged 14 - 15, draun from fifteen classes:
4 Eliot, A, B, C and D 38
4 Graves, A, B, C and D 11
4 Hardy, A, B and D 20
4 Thomas A, B, C and D 16
TOTAL 85
Group 8, named Progmor 4G
Girls, aged 14 - 15, draun from thirteen classes: 
4 Eliot A, B, C 
4 Graves A, B a 
4 Hardy A and B 
4 Thomas A, B,
The total sample is made
Tradley 2 
Tradley 4 
Progmor 2 
Progmor 4
Tradley 2 and 4
Progmor 2 and 4
An overlapping, but not identical sample of pupils uas used to obtain 
responses to a series of video-sequencies, shouing different styles of 
teacher-pupil interaction in classroom settings. It uas thought desirable 
to guarantee anonymity, in an effort to obtain spontaneous uninhibited
projective responses to the video-sequences, therefore, it uas not possible
and D 21
nd D 4
23
C and D 14
TOTAL 62
up as follous:
Boys Girls Boys and Girls
51 53 104
52 57 109
62 79 141
85 62 147
250 251 501
103 110 213
147 141 288
250 251 501
to identify the authors of these responses and correlate the analyses uith the 
individual responses obtained by using objective psychometric measures.
Small groups of sixth formers in both schools also co-operated in this part 
of the study. The Kelly Repertory Grid Technique, using prepared cartoons 
of designated teacher styles, uas employed uith a selected number of 
second and fourth year pupils in both schools. Details of the selection 
and administration procedures uill be given later.
4.2 Psychometric Measures Used
Existing psycho-metric measures u/ere used when appropriate, others 
uere devised and piloted on small representative samples from other 
schools before adoption for the main study. Section 4.2 contains 
descriptions of the measures used and the underlying rationale for their 
use.
4.2..1 A Test of Attitudes to School : The Motivation, Attitude and 
Intensity Scales Questionnaire (MATS)
The scores obtained on this test by each pupil formed a measure of the 
dependent variable.
An individuals positive and negative feelings about the objects in 
his psychological world are defined as his attitudes. These may be a 
blend of beliefs and values, feelings about particular objects in terms of 
their assumed relationships to the individual’s values. The extent to 
which attitudes initiate behaviour, or stated attitudes towards an object 
or class of objects correlate uith behaviour towards that object or class 
of objects have been questioned by many social psychologists. Cook and 
Sellitz (1964) prefer to regard an attitude as an underlying disposition 
to act in a certain way. This disposition, along with other influences, 
such as other characteristics of the individual and other characteristics 
of the situation, enter into the determination of behaviours towards an 
object or class of objects, including statements of beliefs and feelings 
about the object and approach-avoidance actions uith respect to it. They 
suggest working uith a number of different measures systematically, 
trying to eliminate or control identifiable influences on response other 
than the attitude in question. Measures in which individuals are asked to 
make self reports of beliefs, feelings, behaviours, etc. towards an object 
or class of objects are the ones most frequently used to obtain material 
from which to make inferences about attitudes. Several techniques have 
been devised to reduce the likelihood of distortion of responses.
Distortion of response may be due to the desire of the respondent to 
present a certain picture of himself, or to his tendency to use particular 
response sets, eg. to give extreme ansuers, or to other extraneous influences.
In spite of the challenge made against the concept of the existence of a 
firm relationship between attitudes and behaviour Wicker*s (1969) 
tabulation of studies of attitude-behaviour relationships show that about- 
half the studies show some attitude-behaviour correlations of more than
0.40; there is little evidence of strong negative correlations between 
attitude and behaviour. As the existence of relatively stable attitudes 
has been demonstrated by many studies, and as their partial influence on 
behaviour is shown by the studies cited in Wicker’s discussion, it seems 
appropriate to use attitude measurement techniques and to have confidence 
in the proposition that attitudes towards an object or class of objects are 
also determinants of responses to the measuring instruments.
Although the attitudes under investigation in this study may not be 
conceptualised in the same manner as classical attitudes such as dogmatism, 
ethnocentrism, many of the same theoretical considerations outlined above 
would apply. It was decided to use a self-report questionnaire to obtain 
information about pupils* attitudes towards the school situation. This 
form of data collection has been and still rerrtains a popular method in 
educational research. It has been used with profit by many researchers, in 
some instances to inform those preparing Government Reports (e.g. the
C.A.B.E. Report: Children and their Primary Schools). To cite but a few 
examples:
Ashton, P. et al., The Aims of Primary Education: A Study of 
Teachers* Opinions (1975)
Ferri, Elsa, Streaming - Two Years Later (1971)
Dackson, P.W., Life in Classrooms (1968)
Barker-Lunn, 3., Streaming in the Primary School (1970)
The limitations of restricting responses, assumptions of salient categories, 
etc. are acknowledged. It seemed prudent therefore to consider using 
established and well-validated questionnaires rather than attempt to develop 
a new and unproven instrument which might be less effective. After due 
consideration, the writer chose to use the MAIS Questionnaire (designed and 
developed for twelve to sixteen year old pupils, by Dr. Raymond Sumner, the 
Principal Research Officer in the Guidance and Assessment Services of the 
National Foundation for Educational Research (NFER). His work drew on 
theoretical formulations regarding the concept of motivation and on evidence 
from empirical studies. The scales of the questionnaire were derived from 
a three-dimensional model illustrated in Figure 4, which incorporates 
attitudes and motives as modalities and intensity as a dimension.
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In explication, Sumner (1976, p. 34-35) writes:
The notion is that each scale statement of the questionnaire 
relates specifically to a cell in the model, therefore each 
item must include elements of attitude and motive and be so 
worded as to imply a degree of commitment.
The inter-relationship between motives and attitudes is represented by the
base of the cube; the intensity levels are hierarchical, indicating
increasing involvement in the formal educative process.^ Motivation and
Attitude dimensions are not hierarchical. Sumner (p. 35) writes:
It is a general idea that a segment of knowledge becomes 
more effectively learned because the impetus came from 
the curiosity motive rather than the status motive, but 
there is no evidence bearing on this belief. Earlier 
work indicated that pleasure runs counter to reward and 
that intellectual curiosity and self realisation tend 
to be opposed to sociability and status. It would seem, 
however, that provided the education resulting from 
learning is of a desirable kind, i.e. moral, the impulsion 
supplied by different kinds of motive can be utilised 
without qualm.
The motivation categories have been found in other investigations to be 
comprehensible and relevant to school pupils. General terms such as 
1 satisfaction* and *interest* are avoided, and *reward* has a restricted 
application to tangible gains, physical hurts and other sanctions. Each 
heading in the attitude field refers to a class of objects with an 
important influence on school achievement. Friends, Teachers and Parents 
are regarded as people of central concern, while Curriculum, Organisation 
and Materials are regarded as objects of central concern to the pupils.
1. Levels of involvement are based on those operationally defined by
D.R. Krathwohl, B.S. Bloom and B.B. Masia, Taxonomy of Educational 
Objectives. Handbook 2, Affective Domain (London: Longmans, 1964)
1. Receiving - ranges from perceptual awareness to giving
controlled selective attention.
2. Responding - goes from acquiescence through willingness and
terminates in satisfaction.
3. Valuing - whereby a value from its acceptance as important
is transformed into a commitment.
4. Organisation - a stage which involves conceptualisation of a
value and its incorporation into a value system.
5. Characterisation - in which a value complex emerges as a controlling
influence on a person*s life; in its fullest state 
the values become a philosophy of life and can lead 
to extremes of dedication.
Sumner (1976) postulates that a composite personal system of incentives 
is of great importance. For most pupils he expects that levels one to 
four will be answered positively with diminishing frequency, but level 
five will be inapplicable.
The questionnaire aims to provide overall scores of responsiveness to school 
education, sub-scale scores of attitudes to significant others and to 
relevant aspects of school life and work (see Appendix 8.1 for a copy of 
the questionnaire and appendix 8.2 for breakdown into sub-scales). The sub- 
scales are named:
Attitudes Motivation
1 F riends 8 Reward (Extrinsic)
2 Teachers 9 Self-realisation
3 Parents 10 Curiosity (intellectual
4 Self stimulation)
5 School Curriculum
11 Pleasure (Enjoyment)
6 School Organisation 12 Social Conformity.'*'
7 School Materials
Four levels of involvement are proposed, which may indicate possible 
weightings to the scores, viz. Modes of Receiving, Responding, Valuing and 
Organisation. This refined form of scoring was not adopted in this study.
1. The motives are defined as follows:
Sub-Scale 8 Reward (Extrinsic): The desire to gain materially, to be 
awarded by some token, to be praised, or to avoid blame or 
other physical or mental punishment.
Sub-Scale 9 Self-realisation: The urge to realise one’s potentials, 
to fulfil a constantly modified ideal construct of ’self*, 
to reach internally conceived standards of performance.
Sub-Scale 10 Curiosity (intellectual stimulation): The wish to extend 
factual knowledge and one’s understanding of phenomena, to 
be critical of ideas, to engage in deliberative evaluation, 
to be coherent yet original.
Sub-Scale 11 Pleasure (Enjoyment): The willingness to perceive
humourous or aesthetic elements in tasks regarded as ’work* 
(it is different from responding to the class buffoon or 
laughing at a teacher’s jokes).
Sub-Scale 12 Social Conformity: The attraction of other people and
desire for interpersonal activity; conforming to membership 
norms; collaborating in co-operative activity.
Status: The desire to attain eminence among people; to 
be seen to advance in the hierarchy of a reference group.
No provision was made in the construction of the MAIS questionnaire for
the i/iclusion of the Status dimension.
Source: Sumner (1976), page 28
140 items form the questionnaire, these may be grouped to form the following 
sub-scales:
Five Motivation Scales : 28 Items per scale
Seven Attitude Scales : 20 Items per scale
Four Intensity Scales : 35 Items per level. ^
Pupils were asked to respond to the series of statements by indicating 
agreement or disagreement with each item. Provision was made for uncertain 
responses, pupils being asked to use this category only if they found it 
impossible to check agreement or disagreement. The wording of the 
statements was varied, so that agreement did not always signify positive 
affect, to avoid response bias. Total scores were obtained by summing all. 
positive items checked (each scored two) and all uncertain items checked 
(each scored one). Sub-scale.scores were also derived. Sumner suggests 
that scores may be used to:
(i) provide profiles of (a) attitudes and (b) motives
(ii) as indicators of levels of awareness and commitment and
(iii) as components in a total score for responsiveness to 
school education.
The sub-scales are referred to by Sumner (1976) as arbitrary to distinguish 
them from those that could be derived from factor analysis loadings. They 
are a device to sort the agglomerate of effects of inter-related influences 
into constituent but interdependent parts, since e.g. attitudes and affect 
on the subject of examinations are influenced in a complex manner by teachers, 
friends or parents and by the prospects of rewards, both extrinsic and intrinsic. 
The scales were designed for use with individuals, in school guidance and 
counselling, but total scores have also been used to provide base line 
data in research projects, e.g. in the Humanities Curriculum Project 
Evaluation. The HAIS total score showed a significant increase for pupils 
who had followed the project, as compared with a control group of pupils taking 
other courses during the same period (Summer, 1970). In the MFER evaluation 
study of comprehensive schools carried out by Ross et al (1972), the 
analysis indicated that high MAIS total scores showed positive relationships 
with social class, home background, achievement scores and (most markedly) 
with learning and examination intentions. Total score differences between 
upper and lower stream pupils were significant at the one per cent level.
1. See appendix 8.2 for listing of items contributing to sub-scales.
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(A slimmer version of the model was used in Ross!s study).
Validity of the Scales
Conceptual Validity
A review of the theory underlying the model was made by Sumner (1970).
It was developed from Cattell’s paradigm and utilised the empirically 
verified theories of motives advanced by Birch and Veroff (1966), and the 
ideas of Krathwol et al (1964), on the hierarchy of values. Regard was 
paid to the normative and teleological use of language,, as expounded by 
Ueatherhead (1967), so that the questionnaire items might be regarded as 
both conceptually and operationally valid. Item correlations and scale 
correlations were high for three parallel sets of items, showing that 
pupils1 responses were relatively stable. If it can be argued that constancy 
of response can only be evoked by items embedded in the children’s experience 
then the concepts in the model can be claimed to be valid. The scale items 
were found to differentiate between industrious and allergic groups of 
pupils (Sumner and Warburton, 1972).
Construct Validity
The results of factor analysis were:
(i) Higher order factors tended to preserve items from higher 
intensity levels
(ii) Fifty first order factors with latent roots l^ss than 0.1 
accounted for about 80^ of the total variance
(iii) Eleven second order factors gave a meaningful interpretation 
of the item data.
(iv) Item inter-correlations were low (below 0.4), but sub-scale 
inter-correlations were moderately high (around 0.65) and 
positive. Factor Analysis revealed one single large factor 
accounting for approximately 70$ of the total variance.
Reliability
Test-re-test procedures using four experimental versions, with a six 
week interval in between showed a correlation of 0.91 for total scores for 
the same version, 0.67 for versions where the ’negative-positive1 direction 
was changed as well as the actual sentence, and 0.79 when only the sentence
content was changed. The sub-scale coefficients reflected the above results; 
items scored for ’Self-realisation’, ’Self1 or ’Responding* were marginally 
more stable than the others.
Sumner (1970) postulates that the model tapped a wide diversity of 
individual response, which nevertheless gave rise to an overall measure 
of motivation characteristic of a group of pupils. The second order factors 
listed below appear to describe the more general aspects of motivation:
I. Approval of School Ethos (5.1% initial variance)
The factor was noteworthy for the omission of parental influence, it 
centred on self-development springing from stimulating teaching and an 
atmosphere of communal concern for standards.
II. Parental Encouragement (3.3$ initial variance)
Parental interest was linked with the acquisition of tokens and 
tangible evidence of success; there was, however, an emphasis on the ■ 
cultural aspects of 'school work.
III. Adult Approval (2.8$ initial variance)
Approval, from parents and teachers, as distinct from learning from them* 
was characteristic of this factor.
IV. Challenge of School Work (2.5$ initial variance)
The stimulation arising from new topics, using school apparatus and 
working with people characterised this factor.
V. Public Ambition (2.5$ initial variance)
The influence of peers and the wish to be seen to do well were prominent 
in the item loadings.
VI. Pleasurable School Experience (2.2$ initial variance)
The most recurrent theme in the items was the enjoyment of school
activities and the reward of effort.
VII. Social Approbation (2.2$ initial variance)
Conforming to the expectancies of the school and the acceptance of 
sanctions were expressed in the item loadings.
VIII Appraisal of Education (2.1$ initial variance)
This factor amounted to a rather critical though approving appraisal
of schooling and its effects on pupils.
IX. Indiv/idualisb versus Conformist Indexing of Achievement (1.9^ initial
The only bi-polar factor. It contrasted the independent worker with 
one who needs to assess himself by reference to the performance of other 
pupils.
X. In-School Co-operativeness (1.9^ initial variance)
Social .co-operation as influenced by teachers was evident in this factor.
XI. Overt Competitiveness (1 ,6% initial variance)
The items reflected keennessto gain awards and the. immediacy of enjoyable 
activity.
4.2.2 The Social Background Questionnaire >
This questionnaire was designed to be administered on one occasion to. 
obtain indices of an array of variables which had been shown in previous 
research studies to have a mediating effect on pupil commitment to the- 
school situation. The format used was based on the questionnaire designed 
by Sugarmann (1966) while working at the Farrington Trust Research Unit,, to 
secure several indices of social background variables. A copy of the 
questionnaire is given in appendix 9.1. The variables and variable codings 
are listed in table 23.
variance)
TABLE 23
THE SOCIAL BACKGROUND QUESTIONNAIRE: LISTING OF 
VARIABLES
Mediating Variable Code
1. Father*s occupational status
2. Family Size
3. Position in Family of the Respondent
4. Status of Family Residence
5. Cultural Level of Home Background
6. Perceived Parental Expectations
7. Pupil*s Expectations
8. Parental Support See below
See below
B1
B3
B4
B12
B2
B13
The Social Class Index was derived from information about Fathers 
Employment (questions four to seven) coded according to the Registrar 
General*s 8-point classification system.
TABLE 24
SOCIAL CLASS CATEGORIES AND CODINGS.
Social Class Categories (Variable Bl) s p s ^ ^ ^  ^^AID^
I Professional 1 ) 0
II Intermediate Professional 2 )
III N Skilled non-manual 3 1
III M Skilled manual 4 2
IV Semi-skilled . . . 5 3
V Unskilled 6 )
VI Retired and not classified 7 )
VII No father 8 )
4
VIII Missing data 9 )
Questions 1, 2 and 3 provided information for determining the indices of 
Size of Family and Position in Family; and question 8 for Status of Family 
Residence.
TABLE 25
HOME BACKGROUND CATEGORIES AND CODINGS
(i) Family Size (Variable B2) 
Categories
Coding
SPSS
Values
AID
Only child 0 1 1
Number of brothers and/or sisters 1 to 7 1 or 2 1
3 or 4 2
Eight or more than eight brothers or sisters 8 5 or 6 3
7 or 8 4
Missing data 9 Missing data 4
1. Explanatory notes of the terms,SPSS Code, AID Code,are given in 
appendices SI and S2.
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(ii) Position in Family (Variable B3)
Coding Values
Categories SPSS AID
Only child 0 )
Oldest in family 1 ) 0
Youngest in family 2 1
Somewhere between oldest and youngest 3 2
Hissing data 9 3
(iii) Status of Family Residence (Variable B4)
Rented Owner-occupied
Categories
Coding values 
SPSS AID
Coding
SPSS
values
AID
Detached house or detached 
bungalow 5 4 1 o
Semi-detached house 6 5 2 1
Terraced house 7 6 3 2
Flat 8 7 4 3
Hissing data 9 8
The coding of Questions 13 and 14 answers is given in table 26.
TABLE 26
FUTURE EXPECTATIONS, CATEGORIES AND CODINGS
(i) Perceived Parental Expectations (Variable B12)
Coding Values
Categories SPSS AID
Expected leaving age: beyond eighteen 0 0
at eighteen 1 1
at seventeen 2 2
at sixteen 3 3
at fifteen, or ’don*t )
know' 4 )
Hissing data 9 )
(ii) Pupilfs Expectations Categories (Variable B13) 
Categories as for Variable B12
Cultural Level of Home Background, and Parental Support
Factor analysis of the responses to the Social Background questions 
indicated a different combination of variables to the ones initially 
contemplated. The justification for the selection of items and for summing 
scores without weighting is based on the theoretical formulations underlying 
the use of coefficient alpha.^
Complete reliance on pupils1 reports of fathers1 occupation is unwise.; When 
the questionnaires were being completed it was evident that some children had 
little conception of, or interest in, what their fathers did for a living.
Hence the development of the Class Concomitants Index to increase 
reliability of classification. The responses to question 10 contributed 
to the scoring of this index. Table 27 indicates how the scores were arrived 
at.
TABLE 27
NEWSPAPERS TAKEN: CATEGORIES AND CODINGS
(i) Daily Papers Taken (Variable B5)
Categories
Coding Values 
SPSS AID
The Times, Telegraph and Guardian 0 )
The Daily Mail 1 )
The Daily Express 2 ) Included in
The Sun, Mirror, Sketch 
Local newspapers
3 )
4 )
scoring of
composite
variable
None taken 5 )
Suspect data 6 )
Missing data 9 )
(ii) Sunday Papers (Variable B6) 
Categories
Coding
SPSS
Values
AID
Sunday Times, Observer, Telegraph 0 )
The Express, People 1 )
The News of the World 
The Mirror 
None taken
2 )
3 )
4 )
Included in 
scoring of 
composite 
variable
Suspect data 5 )
Missing data 9 )
1. A. McKennell, "Attitude Measurement: Use of Coefficient Alpha with Cluster 
or Factor Analysis" (see appendix S3).
The coding was based on the literary merit of the papers taken. Factor 
analysis indicated inclusion of the scores on B6 to be appropriate for the 
Class Concomitants Index but the scores on B5 appeared to be redundant. 
Scores on variables B1 and B12 mere found to contribute to the same factor 
loading, therefore, these three variables were used in determining the 
Social Class Concomitants Index. The scores of these three variables were 
summed to produce the composite score; the possible range of scores is shown 
in table 28.
TABLE 28
VARIABLES CONTRIBUTING TO THE CLASS CONCOMITANTS INDEX,
(VARIABLE C15);RANGE OF SCORES
Range of Scores
1. Father!s Occaptional Status (Bl) 1 - 8
2. Sunday Newspapers Taken (B6) 1 - 5
3. Perceived Parental Expectations (B12) 0 - 4
Coding Value
SPSS _________ SPSS AID
Total score 0 - 3  0
4 - 7  1
8 -  11 2
12 - 17 3
The Parental Support Score was derived from the answers to questions 11,
12, 13, 15, 16 and 17. Questions 15, 16 and 17 were designed to explore the 
extent of interest shown by the pupils parents in the pupils work as 
perceived by the pupil. The coding for the contributing variables is given 
in table 29.
TABLE 29
VARIABLES CONTRIBUTING TO THE PARENTAL SUPPORT INDEX. CATEGORIES AND CODINGS
(i) Number of Books in the Home (Variable B7)
Coding Value
Categories SPSS AID
Flore than 100 reported 0 )
50 - 100 1 ) Included in
1 2 - 5 0 2 )
scoring of 
composite
1 - 1 2 3 ) variable
None 4 )
Missing data 9 )
(ii) Reported visits with parents to
cultural activities (V/ariables BB to Bll)
Coding Value
Categories SPSS AID
Visits reported for any of the four activities 
No visits 
Missing data
0 ) 
i ) 
9 )
Included in 
scoring of 
composite 
variable
(iii) Perceived Parental Expectations
Coded as in Table 26 (i)
(iv) Extent to which Parents discuss Homework 
with Respondent (Variable B14)
Categories
Coding
SPSS
Value
AID
Discussed often 0 )
Sometimes
Seldom
Never
1 ) 
2 ) 
3 )
Included in 
scoring of 
composite 
variable
Missing data 9 )
(v) Parental Attitudes to Homework (Variable B15)
Categories
Coding
SPSS
Value
AID
It must be done 
It*s up to the respondent 
It*s of no concern to parent 
Missing data
0 ) 
1 ) 
2 ) 
9 )
Included in 
scoring of 
composite 
variable
1. As scoring distributions of these four variables were similar, and as 
there was evidence of misunderstanding, e.g. !visit to concert* 
interpreted as visit to pop musical or old-tyme music hall, they were 
condensed to one variable. Any reported visit was scored 0, no visit 
scored 1.
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(Variable B16) 
Categories
Coding
SPSS
Value
AID
Visits made often 0 )
Visits made sometimes 1 ) Included in 
scoring of
Visits made seldom 2 ) composite
Visits never made 3 )
variable
Missing data 9 )
A summing of the scores on the six variables listed above produced a 
composite score for the Parental Support variable (Variable C14). The 
rationale for using the Parental Support Index is baded on the recognition 
that socio-economic status alone is not a true predictor of school success. 
Home factors such as parents* attitude to education and recognition of its 
value may help to compensate for poor material home background.
The scores on the Parental Support Index range from 0 - 17, computed 
as shown in table 30, the lower the score the greater the expected Parental 
Support.
TABLE 30
VARIABLES CONTRIBUTING TO PARENTAL SUPPORT INDEX (VARIABLE 014) 
List of variables Range of scores
1. Humber of Books in the Home (B7) 0 - 4
2. Reported Visits with Parents condensed to one
scale (B8 - Bll) 0 - 1
3. Perceived Parental Expectations (B12) 0 - 4
4. Extent to which Parents discuss Homework with
Respondent (B14) 0 - 3
5. Parents’ Attitudes to Homework (B15) 0 - 2
6. Parents' Visits to School to Discuss Progress (B16) 0 - 3
0 -17
Coding Value 
SPSS SPSS______ AID
T  4- i ° “ 4  0Total
score 5-9 1
10-14 2
14-17 3
The limitations of this questionnaire are appreciated in that the 
scores are derived from self reports of the pupils and not from inter­
viewing the parents or visiting them in their homes. These limitations 
would seem to. be less significant in view of the fact that it is the 
pupil’s perceptions which influence his attitudes and behaviour, rather 
than the reality as perceived by others.
4.2.3 The Friendship Questionnaire
This was designed to explore the friendship groupings in the two 
schools, to investigate whether the less rigid streaming pattern of Progmor 
was effective in reducing sub-group polarisation and the development of anti­
school friendship cliques. It was intended to apply sociometric techniques 
in the analysis of the data but lack of time has prevented this. A copy of 
the questionnaire is given in appendix 9.2.
4.2.4 Assessment of School Variables
4.2.4.1 Absenteeism (Variable B18)
A record of absences was obtained from the class registers for the 
second and fourth year pupils in each school. The total number of absences 
for the year 1973-4 was calculated for each pupil in the study and converted 
to a percentage of the total statutorily required number of attendances.
This data may indicate some polarisation effect and adherence to anti-school 
group norms in Tradley, where streaming obtains. The data from Progmor will 
be used for overall comparison between the two schools, while that from the 
two schools will serve for comparison with the published national figures 
for England and Wales (D.E.S. Statistics of Education, 1975). The number 
of absences was scored as a percentage of the total number of possible 
attendances for the year 1973/4. The categories and codings are given in 
table 31.
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TABLE 31
ABSENTEEISM, CATEGORIES AND CODINGS 
Percentage absences Coding Value
Categories SPSS AID
0 - 5  1 0
6 -  10 2 1
11 - 15 3 2
15 4 3
Missing data 99.9 4
4.2.4.2 Teachers1 Evaluations of Pupils (Variables C16, C17 and C18)
An attempt was made to obtain ratings for every pupil in the study 
sample from the teachers who taught them Mathematics and English and also 
from their Form Tutors. Ratings were sought on pupils1 Ability, Effort 
and Behaviour, using a 7-point scale, the lowest rating being the most 
favourable. There was less than 100$ response, but Kendall Rank Order 
Correlation Analyses (see appendix Si) have provided justification for 
combining sets of scores to obtain mean ratings for each pupil on indices 
of Ability, Effort and Behaviour. A summary of teacher evaluations 
obtained is given in table 32.
TABLE 32
SCHEDULE OF TEACHER EVALUATIONS OBTAINED
(i) Second Years - Tradley
___________Ratings obtained from____________
Form Mathematicsteacher
English
teacher
Form
Tutor
2A3 ./ For behaviour 
only
2A4 J X X
2C1 ,/ j </
2C5 X X
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(ii) Fourth Years - Tradley
Ratings obtained from
Form Nathematics
teacher
English
teacher
Form
Tutor
4A2 X y X
4A Nixed X y X
4B Nixed (b) X •/ X
4B Nixed (c) X •/ X
4C1 X ./
4C2 X ./ y
(iii) Second Years - Proqmor
Ratinqs obtained from
Form Nathematicsteacher
English
teacher
Form
Tutor
2GA X y y
2HA y y y
2TA X ./ y
2GB X y y
2GC X y y
2HC X y y
2HD X ./ y
2TB X y y
2TC X y y
(iv) Fourth Years - Proqmor
Ratinqs obtained from
Form
Nathematics
teacher
English
teacher
Form
Tutor
4EA X y y
4EB X y y
4EC X y y
4HA X y y
4HB X y y
4TB X y y
4EUS E/H X / y
4EUS G/T X y y
5-point scales were used by some tutors and some ratings were obtained 
directly from reports, which employed alphabetical gradings. Conversions 
were made as follows;
Teachers* Ratings Re-scaled Ratings
numerical alphabetical on 7-point scale
1 A 1
2 B/B+ 2
C+/B- 3
3 C 4
D+/C- 5
4 D 6
5 E 7
4.2.4.3 Pleasures of Ability (Variables B19, C16)
Constraints of time, school organisation and pupil co-operativeness 
prevented the administration of standardised tests of verbal reasoning and 
numeracy. In substitution, the Factor B (intelligence) scores on the HSPQ 
and the Teachers* Ratings on Ability were utilised.
4.2.4.4 Attainment Scores (Variables B20, B21, B22)
The marks obtained in end-of-term mathematics examinations'*' or end-of- 
term mathematics gradings were used as attainment scores. The set in which 
the pupils were placed for mathematics teaching also supplied an indication 
of level of attainment. Table 33 gives the categories and codings for 
variable B20, the Mathematics Mark.
TABLE 33
ATTAINMENT SCORES. CATEGORIES AND CODINGS
Mathematics Mark (as a pecentage) Coding Value
______________________ SPSS_AID
10 0
1 0 - 1 9  1
20 - 29 Actual 2
30 - 39 Score 3
4 0 - 4 9  4
50 - 59 5
60 - 69 6
7 0 - 7 9  7
8 0 - 8 9  8
90 9
1. The schools standardised the mathematics marks over the ability range.
4.2.5 A Measure of Personality Characteristics: The Junior-Senior High 
School Personality Questionnaire (HSPQ)
The literature provides evidence for the significance of personality 
characteristics as mediating variables in pupils* attitudes and commitment 
to school. It was decided to use a standardised objective measure developed 
by Cattell and Cattell, the High School Personality Questionnaire, to obtain 
scores on dimensions of personality. They claim it is'h reliable and 
valid personality measure of students of high school age", viz. from twelve 
to eighteen years. The questionnaire consists of 142 items, the first and 
last being ‘buffer* items. It is available in four equivalent forms A, B,
C and D. Form A, 1968-69 Edition, was used in the present study. Each 
form carries ten items per factor, the responses being scored 0, 1 or 2. 
Scores were standardised to sten-scores, the sten being a unit on a standard 
ten-point scale.
Extensive research has been quoted to substantiate the claim that the 
test measures a set of fourteen factorially independent dimensions of 
personality. The popular terms for these fourteen source traits are listed 
below. A copy of the questionnaire and a schedule of the source traits
are given in appendices 10.1 and 10.2 respectively. Table 34 lists the 
First Order Factors of the HSPQ and appendix 10.3 gives a full description 
of these fourteen dimensions.
TABLE 34
THE FOURTEEN PERSONALITY DIMENSIONS OF THE HSPQ 
FIRST ORDER FACTORS
Low Score Description Alphabetic 
Designation of Factor
High Score 
Description
Reserved A Warmhearted
Dull B Bright
Affected by feelings C Emotionally Stable
Undemonstrative D Excitable
Obedient E Assertive
Sober F Enthusiastic
Disregards Rules G Conscientious
Shy H Adventurous
Tough—minded I Tender-minded
Zestful 0 Circumspect Individualism
Self-assured 0 Apprehensive
Sociably Group-dependent Q2 Self-sufficient
Uncontrolled Q3 Controlled
Relaxed Q4 Tense
To achieve a more concise analysis and useful re-structuring of some of 
the information in the Primaries, a set of scores on four broad ‘Second 
Order1 or ‘Second Stratum’ Factors may bs derived from the scores on the 
Primaries. These are listed in table 35.
TABLE 35
THE FOUR LARGEST SECOND ORDER FACTORS OF THE HSPQ
Low Score Description Alphabetical Designator 
and Factor
High Score 
Description
Intraversion QI Extraversion
Adjustment QII Anxiety
Tender-minded Emotionality QIII Tough Poise
Subduedness QIV Independence
Four further Second Order Factors have been identified but the four 
listed above are the largest and most confirmed in the research. Cattell 
maintains that although there is some inter-correlation among both primaries 
and secondaries there is a functional independence of source traits at both 
levels, in origin, meaning, life course and effects. Use of Second Order 
Factors permits a simplified analysis, but also brings out useful re­
structuring of some of the information contained in the primaries. The 
Second Order Factors appear to be stable across cultures and ages, as are 
the primaries. They are also identifiable with the Primary Factors found 
in objective (laboratory) measures, e.g. the Objective-Analysis (0 - A) 
Personality Factor Battery for Children. A full description of the Four 
Second Order Factors listed in table 35 is given in appendix 10.4.
Sten scores for both Primary and Secondary Factors have been used in 
the present study. The direction of scoring is given in tables 34 and 35. 
The weightings used for conversion from First Order to Second Order Factors 
is given in appendix 10.5.
Uarburton (1968) worked closely with Cattell for a number of years.
He chose twenty-nine of the most satisfactory studies on the relationship 
between Personality Factors and School Attainment. Table 36 is a summary 
by Entwistle (1972, pp.137-51) which represents a condensation of 
Uarburton’s work, confined to the twenty-five studies which used Cattell*s 
inventories. Discrepancy in nomenclature is due to use of Cattell’s 16PF 
Personality Questionnaire for some of the studies.
TABLE 36
SUMMARY OF RESULTS FROM STUDIES USIMG CATTELL!S INVENTORIES: 
DIRECTION OF CORRELATION COEFFICIENTS lilITH SCHOLASTIC ATTAINMENT
Age Group
Second-order Factor Primary Source Trait Under
12 12 ■- 14 15 -17
Over
17
+ - + - + - + -
Instability (C-) 0 3 0 1 3 0 3 2
Tenseness (Q4+) 0 1 0 1 1 0 5 1
Anxiety/ Insecurity (0+) 0 0 0 2 1 0 1 1
Neuroticism Bad-temperedness (D+) 0 1 0 2 2 0 0 0
Unreliability (Q3“) 
Suspiciousness (l+)
0 1 0 5 0 2 0 2
0 0 0 0 0 0 2 2
Total 0 6 0 11 7 2 11 8
Aloofness (A-) 0 0 0 6 3 0 0 1
Introversion (l) Desurgency (F~) 0 3 0 0 8 0 3 1
Shyness (H-) 0 2 0 2 3 0 1 0
T otal 0 5 0 8 14 0 4 2
Submissiveness (E-) 0 1 7 0 4 0 1 2
Introversion (2) Independence (Q2+) 1 0 3 0 3 0 1 0
Total 1 1 10 0 7 0 2 2
Tendermindedness (1+) 0 0 1 0 2 0 3 0
Tendermindedness Unaffectedness (N-) 0 0 0 0 0 0 1 0
Total 0 0 1 0 2 0 4 0
Bohemianism (M+) 0 0 0 0 0 0 4 0
Radicalism Radicalism (Q-j + ) 0 0 0 0 0 0 1 0
Total 0 0 0 0 0 0 5 0
Morality Conscientiousness (G+) 2 0 6 0 4 1 2 3
The signs following the letters in parentheses indicate the direction of 
scoring on the trait. For example, shyness is inferred from low scores 
(negative sign) on trait !Hf.
The numerals in the age group column represent the number of studies in which 
significant correlations were obtained. The signs at the head of the four age 
group columns indicate the direction of association with school attainment.
A U-shaped relationship is posited for Anxiety - too much anxiety creates 
confusion while too little suggests insufficient motivation to succeed,
Solomons (1961). Secondary Modern School children in three studies were 
shown as tending to be more anxious than Grammar School children, (Hallworth, 
1961, Callard and Goodfellow, 1962, Ridding, 1967, cited by Entwistle, 1972).
It appears that under eleven the stable extravert does better than the 
introvert, but above eleven the situation is more complex. Rushton (1968), 
cited by Entwistle (1972) showed that, in his sample,at fifteen plus, the 
withdrawn poorly adapted and anxious introverts were doing better than the 
extraverts. Evans (1964) showed that, at University level, students tended 
to be more neurotic and introvert than the general population. Pierson (1964) 
showed that self-discipline, guilt proneness and tenseness appeared to act 
as a drive, combining to produce good attainment levels in a group of ninth 
grade delinquents. The fact that these do not all act in a positive 
direction prompted him to suggest that delinquents may be sociopaths rather 
than psychopaths.
A study by Cattell et al (1966), showed that school success was related
to Conscience (Q3+) and Conscientiousness (C+). A controlled willingness to
submit to the discipline of work is also a significant variable in school
attainment. Inevitably there are claims of conflicting evidence; contradictory
conclusions can be drawn from different samples using the same instruments.
Kline (1966) states that in American researches, the relationship between
stability and academic success seems to depend on sampling differences and
on the curriculum. He claims that there is a need to lengthen and tighten
up the scales if they are to be used as predictors. Cattell (p.46) is more
optimistic, for he writes:
Substantial evidence has now accumulated on personality 
and school achievement, sufficient to permit reasonable 
confidence in the prediction weights given.
Figure 5 illustrates for comparison profiles of pupils with highest and
lowest attainment. The pupils were 124 rural and 153 urban children, aged
twelve years, and the study was conducted by Cattell et al (1961). The
figure shows that the main discriminators are Factors of Intelligence (B), Self-
sufficiency (Q2), Conscientiousness (G+). Submissiveness (E-) and
Friendliness (A+) also make significant contributions to the prediction.
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Cattell claims that the best single synthesis for predicting achievement is 
obtained by using the weights and constants shown in table 37.
TABLE 37
CORRELATIONS. WEIGHTS, AND MULTIPLE R IN PREDICTING 
GENERAL SCHOOL ACHIEVEMENT 
(Sample Size: N = 442, boys and girls aged 14 to 15)
Personality Factor
A B C D E F G H I 3 0 Q2 Q3 Q4
Correlations 
(Form A+B)
16 51 14 -16 -15 -07 36 14 -14 13 -18 31 34 00
Weights 06 54 00 -07 -14 -05 34 05 -30 05 -21 28 14 20
Weights Ad­
justed for 
Stens to St'ens
08 66 00 -09 -17 -06 42 06 -37 06 -26 34 17 25
Multiple R: .81
Multiple R Corrected for Shrinkage: .80 Constant to Add: -.50
Source: Cattell and Cattell, Handbook for HSPQ (1969), p. 50.
It is necessary, in using table 37, to use scores from both Forms A and B of 
the HSPQ, and the weights as adjusted, to allow conversion from sten scale 
scores to sten achievement scores.
The limited amount of research correlating personality factors with 
school interest has shown that the factors contributing to interest are the 
same as those contributing to school achievement with the exception of 
Factor I+, Tender-mindedness. Figure 6 shows the profiles of the High and 
Low Interest Groups taken from the study referred to above (Cattell at al, 
1961).
Catell maintains that more extensive research is needed to:
(1) Fix the weights still more accurately for the average 
high school pupil
(2) Show how the weights change with different school subjects, 
age and changing school instruction styles, and circumstances.
(3) To have modified weights for special groups, e.g. delinquents, 
handicapped, ability-grouped versus random-grouped classes.
In their investigation of factors influencing achievement in secondary 
schools, Sumner and biarburton (1972) suggested that an allergic syndrome 
which differentiated the committed school achiever from the alienated under­
achiever was constituted by the following personality factors:
Emotionality 
Extraversion 
Insensitivity 
Group activeness 
Immorality
The under-achievers were not conscientious, disregarded duties, were 
irresponsible and disloyal, had dilettante interests, poor opinions of self 
and were motivated more by hedonism rather than competition. They made 
emotional responses to situations and tended to adopt the attitudes of the 
most important social contacts in the peer group.
Entwistle (1972) states that it is dangerous to assume wide generality 
about the relationships between personality and academic attainment. Factors 
such as age, sex, situation, organisational climate, teaching methods and 
teacher personality may interact to affect the relationships. There is, 
however, some evidence from the research of an underlying pattern, e.g. 
stable extraverts tend to be successful in primary schools, while introverts, 
even neurotic introverts^are more successful as older students.
Interesting work has proceeded at Lancaster University to determine
relationships between personality types and attainment in designated areas
of the curriculum, and relationships between personality types and classroom
behaviour, within the context of formal-informal schooling. As explained
in Chapter II, Bennett and his co-workers developed a typology of primary
school pupils, which grouped pupils together according to the similarity of
their personality profiles. The profiles were derived from the scores on
eight personality measures. Descriptions of the eight types isolated and
their behaviour response modes are given in appendix 11.1. The overall
finding was that:
the effect of teaching style is much more powerful than
the effect of personality type, most pupils showing more
substantial progress in formal classrooms.
The analysis of the relationship between personality traits and classroom
behaviour also showed the same direction of influence, suggesting that the
behavioural demands of the classroom situation tended to swamp the
differences in personality types. However, when the question of whether
pupils of the same type behave similarly under different teaching styles
was examined it was found that:
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The behavioural manifestations of neuroticism, conscientiousness 
and fidgeting are clearly different in the two types of class­
room observed. In each case pupils with these attributes 
worked less, gossiped more, gazed into space through the 
window more, and exhibited more negative behaviour in the 
classroom under informal teaching, whereas these features 
were not observed under formal teaching. (Bennett, p. 148)
One aspect of the present study was to investigate whether the First 
and Second Order Personality Factors, as determined by the HSPQ, were 
significant mediating variables, influencing the commitment to school, as 
reported by pupils under the two regimes of Tradley and Progmor.
>
4.3 Semi-Projective Techniques
Experience gained from the use of attitude questionnaires, and 
examination of the literature on the subject confirmed the limitations of 
these measures in providing evidence for assessing attitudes, making 
inferences about underlying dispositions and their relationship with overt 
behaviour. In order to gain a greater insight into how pupils perceive the 
world of school and in particular the teachers in that world the writer decided 
to forsake the hypothetico-deductive model in favour of a more open ended 
approach. To this end a semi-projective measure was developed in which 
pupils would be asked to record their responses to short video-recorded 
sequences of classroom behaviour. It.was hypothesised that in making these 
responses pupils would draw on their own experiences or dispositions to 
provide richer evidence of underlying attitudes from which inferences might 
be drawn.
The writer would have preferred to utilise a more direct ethnographic 
approach such as that employed by Furlong (1976), interviewing pupils to 
ascertain what they thought of their own teachers, for "understanding the 
way pupils define the situation is the only way one can make sense of 
their actions" (Delamont, p. 74). However, the complex mode of organisation, 
the prevailing climate^and resistance in the schools mitigated against this.
A request for permission to be 'attached' to particular forms to follow 
through with them a week,s time-tabled experiences was not well received. 
Without official backing it would have meant individual negotiation with 
all the teachers involved throughout the week. This would have resulted 
in a biased sampling. One teacher*s comment is indicative of the situation: 
"I8m not having you listening in on my lessons, no way". This defensive 
attitude, this evidence of the teacher*s feeling of being vulnerable and 
under threat was also confirmed by an instance in which the writer was 
called upon to give an account of her activities to someone holding a 
minor position of responsibility in the school, after it had erroneously 
been reported that she was "quizzing about teachers in the school".
Difficulties were also encountered when searches were made for video- 
recordings of pupil-teacher interaction in the classroom in several
Institutes. The existing recordings were either unsuitable, or recorded on 
incompatible tapes, or were not available outside the recording Institute 
because of guarantees of confidentiality made to the participants. It was 
decided therefore to prepare a series of video-tape sequences, for research 
purposes, and negotiations proceeded for permission to record pupil-teacher 
interactions in classroom settings.
4.3.1 Video Sequences of Teacher Styles
Eventually two schools agreed to participate; permission was obtained 
from the Headmasters to use their premises, staff and pupils for the recording 
One school was a secondary modern school catering for eleven to sixteen year 
olds, and the other was a boys* public school catering for thirteen to- 
eighteen year olds. The pupils taking part in the video-recordings were 
drawn from the fourteen year old groups in both schools. This age-group 
was chosen so as to be as close as possible to the sample in the study.
The secondary modern school preferred to have their fourteen year olds 
rather than their twelve year olds and there were no twelve year old groups 
in the public school. Both schools were extremely co-operative. In the 
secondary modern school, the drama room was staged as a normal classroom; 
the time-table was re-arranged for designated classes to come to the drama 
room for forty five minute periods throughout the day. In the public school 
a traditional classroom was made available and two separate classes/ with 
two volunteer teachers^ each spent half a morning in the room while 
recordings were made. After preliminary consultations and planning sessions 
in both schools, the Audio Visual Aids Unit from the University moved in to 
record, spending a day in the secondary modern school and a half day in the 
public school.
The teachers who volunteered to participate were briefed to role-play 
one of three teaching styles, viz. Authoritarian, Democratic or Progressive. 
The secondary modern school teachers elected to role-play a scene with a 
class of their own choosing with whom they felt they had good rapport.
Some self-directed rehearsal took place before the day set aside for the 
recording. The two public school teachers elected to role-play each of the 
three modes with the class for which they were responsible. Some
explanation for the activity was given to the pupils in both schools, who 
readily entered into the spirit of the undertaking.
In order to achieve a more natural performance the role-playing was 
left unscripted. In each instance, the teacher was asked to work through 
a situation in which a behaviour problem arose. He was asked to deal with 
the problem in an unprofessional ’poor1 manner and later in the sequence 
deal with the problem in a satisfactory 'good1 manner, within the context 
of his defined role. Pupils are very concerned to receive 'fair' treatment 
and are known to protest loudly with cries of "it*s not fair" if they feel 
they have been unjustly treated. By using these sequences it was hoped to 
establish the degree to which the action of the teacher was seen as legitimate 
in each of the three modes, and whether the type of restraint used and the 
school ethos differentially influenced the pupils* perceptions of the 
situation.
In the event the best laid schemes went awry. There were the 
inevitable problems of enthusiastic amateurs imposing their own inter­
pretations on the ''script’*, stilted performances, and the constraints of 
the school organisation limiting the time available for rehearsal or re­
recording of unsuccessful sequences. The *Ideal Types* required for the 
study did not emerge as planned. The problem of portraying the ;'discipline'' 
incident was especially acute. A particular individual was chosen to be 
the miscreant for each sequence. Once he had been invested with a microphone 
he immediately froze and became the best-behaved boy in the class. When 
attention was switched from the individual to obtain a class response, 
there was in the first instance little response, just camera-freeze, then 
on second shooting an uninhibited riotous response with paper darts coming 
through in a deluge. Inmost cases the writer had to be satisfied with the 
third recording when the behaviour had become somewhat modified and more 
approaching that experienced in an ordinary classroom situation. Recordings 
of actual classroom scenes would have been more realistic but the opportunity 
to make these was not granted. When one considers the adverse publicity 
that accompanied the showing of scenes inside a North London comprehensive 
school on the national TV network, the reluctance to participate in such 
research endeavours is appreciated.
The recordings obtained were scrutinised and finally edited to produce 
nineteen sequences of approximately three minutes duration. Each sequence 
was allocated a letter of the alphabet and described on the recording as 
Item A through to Item S. Descriptions of each sequence is given in 
Appendix 12.1. The edited versions were transferred on to a Philips 
Video Cassette, VC-45 which is available for viewing on request.
Selected groups of pupils were required to complete a series of sentence 
stems after viewing each video-sequence. A copy of the set of sentence stems 
is given in appendix 12.2. In this way pupils were able to indicate their 
free responses to each video-sequence viewed with none of the imposed 
restrictions which arise from the use of closed statements in multiple- 
choice questionnaires. The time allowed for writing was limited so that, 
hopefully, spontaneous, undistorted accounts would be given. That the 
video-sequences carried meaning for the viewers is indicated by such over­
heard remarks as "... that9s just like Hr. -" and "Miss - in the Primary 
School used to be like that".
Space on the Sentence Completion Exercise sheet was provided so that 
at the end of the viewing session pupils could indicate their views on 
9The Ideal Teacher9 and 9The Least-liked Teacher9 (see appendix 12.3 - 
9Ideal Teacher® Questionnaire). They were also asked to indicate where they 
felt the responsibility for work and good behaviour lay - with the teacher, 
the pupil or as a joint responsibility.
4.3.2 Cartoons of Teacher Styles
The administration of the Sentence Completion Exercise after viewing 
the video-sequences was of necessity a group procedure and was dependent 
upon the availability of video play-back facilities.
In order to provide corroborative and more readily accessible evidence 
to that obtained from the video-sequences an instrument was developed which:
(a) Could be used with individuals,
(b) lilould be simpler to administer and score,
(c) Where the stimulus material was less variable.
Kelly*s (1966) Personal Construct Theory and Methodology offers a coherent 
approach to the problem of ascertaining how pupils perceive their teachers. 
Kelly moulded his theory on the basic assumption that man does not merely 
respond to the environment, but creates a representational model of it from 
the interpretations which he makes. This model allows him to make sense 
of his world and to act in relation to it. Such a model, referred to as a 
construct system, changes over time as constructions are tested out and 
modified in the light of experience, to allow better predictions to be made 
in the future. It seems important to try to understand the sort of model 
a pupil is working by when he is operating in the classroom situation, and 
to seek evidence for variability in models under different classroom and 
school climates. The methodology, termed the Repertory Grid Technique, 
involves asking subjects (pupils or clients) to sort designated significant 
objects or people (elements) according to certain criteria.
The original intention was.to derive cartoons from the nineteen video- 
sequences; and to use these as elements in conjunction with a set of 
supplied constructs, found to be salient for pupils from previous pilot 
work. Owing to technical difficulties, such as incompatibility of 
equipment in separate institutions, the content of the video-sequences was 
explained verbally to the cartoonist, who was also an educationalist. 
Prolonged discussion resulted in the production of twelve cartoons 
depicting teacher styles based on Ryans (i960) categorisation, (see 
appendices 13.1 and 13.2).
Full descriptions of the methodology employed and the analysis of data 
is given later.
4.4 Administration Procedures
4.4.1 The Objective' Tests
The four formal questionnaires - MAIS, HSPQ, Social Background and 
Friendship Choices - were administered in Tradley towards the end of the 
Spring Term, in March, 1974, and in Progmor at the beginning of the Summer 
Term, April and May, 1974. Normally two class sessions of forty minutes 
each were sufficient for completion of the four formal questionnaires.
Some of the lower ability pupils needed individual assistance (because of 
reading difficulties) and a considerable amount of time was taken up 
tracing these pupils and negotiating for a further third session with them. 
Pupils who were absent for either of the first two testing sessions were 
also followed up on an individual or small group basis. Most of the pupils 
in the sample were co-operative and worked through the questionnaires 
willingly.
It proved more difficult to obtain completed data from some of the 
less able groups, particularly in Tradley. This may have been due to the 
general negative attitude of some of the class to school and authority, to 
the difficulty in understanding what was required of them,or to the class 
composition, with so many alienated or maladjusted pupils grouped together. 
The higher percentage drop-out of incomplete forms was amongst the less 
able. This may be due to hostility engendered because of the difficulty 
experienced in reading the questionnaires coupled with the difficulty of 
comprehension. It offers a salutory warning when examining research 
reports relating to pupils in this age group and ability range. How many 
spoiled and incomplete papers are removed and ignored, thus biasing the 
report and leaving the *silent minority* yet more silent and unrepresented 
in research reports?
The difficulty was increased by the role in which the writer was cast. 
To the pupils the writer was another teacher, responsible for them for the 
whole lesson; to members of staff she was also seen as another teacher, 
responsible for maintaining discipline and good order in the classroom.
At the same time the writer was there as a research worker, collecting 
information, an operation which may have been seen as threatening by some
of the less stable pupils. In most instances at Tradley no formal 
introduction was made to the classes nor the role defined to them. A 
position and role had to be negotiated. In sharp contrast, more co­
operation was experienced from the Progmor staff, formal introductions 
were made at the start of the data collectionpand staff support was available 
most of the time for pupils who might be less co-operative.
For the MAIS, if the number of items omitted was equal to or less 
than 14 (10$) the questionnaire was included in the sample and the omitted 
items scored as ,rU" - Undecided. Because of the opportunity of an early 
follow-up with individuals, the numbers discarded were comparatively small; 
Progmor N = 22, Tradley N = 9.
Eighteen papers were discarded because of obvious * string effect* or 
geometric patterning of responses. Eighteen subjects used non-de-plumes, 
but it was possible to identify the papers by giving a description of the 
pupil to the subject teacher after the lesson.
A record,was made of item numbers omitted to see whether any items 
were especially difficult, or emotively threatening. Those with five or 
more missing were as follows:-
No. 15 - 2H2, 2H^, 1B2, 1B^ Six times omitted
"I try to persuade others to join in efforts to raise money for
additional equipment".
No. 24 - 1H2, 1B2, 3B^ , Five times omitted
"Schools are not organised so that pupils enjoy them."
No. 28 - 3Bot 2B, Five times omitted  2’ 4
"I like using encyclopaedias".
No. 35 - 2H,, 3B. Five times omitted  4> 4
"School subjects help us to understand the lives of others."
No. 68 - 1H2, 5B2 Six times omitted
"The problems of organising school life do not concern me."
167.
No. 82 - 1H2> 3B2, lB^ , Six times omitted
"The school does little to set good standards of work."
No. 86 - 2^* 2B2, 1B^ Six times omitted
"I can help out my pocket money by selling the things I make in school."
Five times omitted 
"The school prizes and awards are not worth working for."
Seven times omitted 
"I don*t really care about the quality of the materials we use in school." 
No. 125 - 4H2, 4H^, 3B2, lB^ , Twelve times omitted
"Most of my friends look on school as a drag."
No. 106 - 1H2, 1H4, 3B2
No. 107 - 1H2, 5B2, 1B4
No. 136 - 2H2, 2H4, 1B2 Five times omitted
"Our parents pay to keep up this school, so it is up to us to get full 
value from coming here."
No. 138 - 2H2, 3H4, 1B2, 1B4 Seven times omitted
"My parents are convinced that one must be thoughtful to get the best out 
of life."
These items are spread across the response categories as follows:-
F riends 
Teachers 
Parents 
Self
Curriculum
Organisation
Materials
Item Nos. 
125
138
28
35, 86
Reward
Self-realisation
Curiosity
Pleasure
Social Conformity
24, 68, 82, 106 
15, 107, 136
Level No.
1
2
3
4
Item Nos.
24, 82, 125
28, 68, 86, 106, 107
15, 35
136, 138
Item Nos.
86, 106, 136 
82, 107 
28, 68, 138 
24
15, 35, 125
There is no notable clustering of items except that those concerned with 
School Organisation and Materials are left out most. It may be that these 
aspects of the school'are not of significance for many pupils - they are 
just there to.be used but not to be thought about.
Papers discarded because checking of more than fourteen items omitted
Tradley Proqmor
2 12+ Boys 1 12+ Boys
1 12+ Girls
4 14+ Boys 1 14+ Boys
□ 14+ Girls 1 14+ Girls
3
Papers discarded because of *strinq effect* or *qeometric responses*
Tradley Proqmor
8 12+ Boys 2 12+ Boys
4 14+ Boys 2 12+ Girls
2 14+ Boys
12 6
Papers using a horn de plume1 
Tradley Progmor
6
4
4
_2
16
12+ Boys 
12+ Girls 
14+ Boys 
14+ Girls
14+ Boys
There has been less satisfactory completion of the questionnaire by Tradley 
than Progmor pupils. This may have been due to some of the reasons discussed 
above.
4.4.2 The Video Sequences
Both schools used in the study were equipped with facilities for playing 
back the recordings, made on the Philips l/C-45, therefore it was only 
necessary to book the Lecture Theatres at specified times. Time-tabling 
restrictions, the need to obtain representative groups of second and fourth 
year pupils to view the sequences, and the inevitable technical hitches 
were constraints which had to be accepted, but which limited flexibility.
A schedule of the groups of viewers and sequences viewed by them is shown 
in appendix 12.4.One sequence at a time was shown, e.g. Item A, and the 
pupils asked to respond by completing the sentehcesuhose stems were printed 
on sheets issued to them, (see appendix 12.2). For most groups it was 
possible to show and obtain responses to five sequences during one lesson 
period. Sometimes but not always there was time to lead a discussion and 
have the section on Ideal Teacher, etc. completed.
On the whole, the pupils were co-operative and enjoyed the diversion 
from normal lessons. Most of them understood what was required of them and 
seemed to treat the task seriously, judging from their application to the task 
The manner in which a small proportion of the forms were completed showed 
that as little attention has been paid to this task as to any other taking 
place within the four school walls. Reference will be made to these in the 
discussion of the results. Some pupils accepted the video-sequences as 
representative of normal classroom procedures, others claimed that "it was 
a put-up job". One boy in a less able group was heard to comment: "thatfs 
given me an idea" meaning that a new model of classroom misbehaviour had been 
supplied which he could try out.
This mode of operation avoided the ethical problem of asking pupils 
directly for their opinions of teachers. However, to obtain uninhibited 
responses, confidentiality had to be guaranteed to the pupils. Unfortunately, 
this has prevented correlating the results with the other indices of the 
study. Year groups and sex of respondents can be identified, but an attempt 
tg secure some index of attainment level, by asking the pupils to enter 
their Mathematics Set on the response form proved abortive. Many saw this 
as a device to identify their papers, and became suspicious.
Sequences from the video-tape were shown in the two schools during June 
and July, 1974.
The pupil responses have been analysed in four ways:
1. A quantitative analysis of the number of positive or negative 
responses to each sentence stem.
2. A content analysis of a stratified random sampling of pupil
responses to sentence stems for each item.
3. A content analysis of the descriptions of "Ideal Teacher".
4. An analysis of the responses to Questions C and D on the 1Ideal
Teacher1 Questionnaire to assess the extent to which responsibility 
for good order in the classroom and for productive learning is 
assigned to the teacher or the pupil.
The mode of analysis will be described more fully in Chapter MIX.
4.4.3 . Cartoons
By the time the cartoons were available for use both schools had 
changed Headmasters and Deputies; public examinations were looming for 
the 14+ group who were by this time in their fifth years. There was not 
such ready access to the pupils, so the plan was modified and reduced in 
scope. Small representative groups of pupils were chosen, according to 
the following criteria:
TABLE 38
CRITERIA FOR SELECTION OF PUPILS FDR CARTOONS TEST -
TRADLEY AND PROGMOR
Second Years
(i) Group 1 - Boys Set A - Boys High/High Set B - Bqys High/Low 
High MAIS Score 
Low Attainment
High MAIS Score 
High Attainment
Low MAIS Score 
High Attainment
Set C - Boys Low/High Set D - Boys Low/Low 
Low MAIS Score 
Low Attainment
(ii) Group 2 - Girls Set'A - Girls High/High Set B - Girls High/Lou
Fourth Years 
(i) Group 3
(ii) Group 4
High MAIS Score 
High Attainment
Set C - Girls Lou/Hiqh
High MAIS Score 
Lou Attainment
Set D - Girls Lou/Lou
Lou MAIS Score Lou MAIS Score
High Attainment Lou Attainment
TRADLEY
- Boys Set E - Boys Hiqh/Hiqh Set F - Boys Lou/Hiqh
High MAIS Scqre Lou MAIS Score
High Attainment High Attainment
Set G - Boys Hiqh/Mid Set H - Boys Lou/Mid
High MAIS Score Lou MAIS Score
Mid Attainment Mid Attainment
Set I - Boys Hiqh/Lou Set 3 - Boys Lou/Lou
High MAIS Score Lou MAIS Score
Lou Attainment Lou Attainment
- Girls Set E - Girls Hiqh/Hiqh Set F - Girls Lou/Hiqh
High MAIS Score Lou MAIS Score
High Attainment High Attainment
Set G - Girls Hiqh/Mid Set H - Girls Lou/Mid
High MAIS Score Lou MAIS Score
Mid Attainment Mid Attainment
Set I - Girls Hiqh/Lou Set 3 - Girls Lou/Lou
High MAIS Score 
Lou Attainment
Lou MAIS Score 
Lou Attainment
PROGMOR
Fourth Years
(i) Group 5 - Boys
(ii) Group 6 - Girls
Set K - Boys Hiqh/Hiqh
High MAIS Score 
High Attainment
Set M - Boys Lou/Hiqh
Lou MAIS Score 
High Attainment
Set K - Girls Hiqh/Hiqh
High MAIS Score 
High Attainment
Set M - Girls Lou/Hiqh
Lou MAIS Score 
High Attainment
Set L - Boys Hiqh/Lou
High MAIS Score 
Lou Attainment
Set N - Boys Lou/Lou
Lou MAIS Score 
Lou Attainment
Set L - Girls Hiqh/Lou
High MAIS Score 
Lou Attainment
Set N - Girls Lou/Lou
Lou MAIS Score 
Lou Attainment
The composition of the groups participating in this part of the study 
uas as follous:
Group 1 Tradley Six boys
Progmor Four boys
Group 2 Tradley Seven girls
Progmor Four girls
Group 3 Tradley Seven boys
Group 4 Tradley Eight girls
Group 5 Progmor Six boys
Group 6 Progmor Four girls
Pupils at Progmor uere interv/ieued individually during school hours, 
but in Tradley they uere not alloued to have time off from lessons or during 
study periods for this purpose. The uriter had to make individual arrange­
ments to see them during break in small groups. These groups uere very co­
operative - on one occasion some of the pupils had to squat on the floor and 
urite because of lack of space and chairs. As responses by the Tradley
pupils had to be written and time was very limited there was no opportunity 
for discussion. This reduced the value of the exercise and limited the 
information that could be obtained, and the comparison that could be made 
across schools.
There are several possible procedures for administering the Repertory 
Grid. In this study the twelve cartoons were placed before the pupil who 
was asked to sort them into two sets:'
Set One: Teachers whom I feel I could get on with
Set Two: Teachers whom I feel I couldn't get on with.
A don't know set was allowed if the pupil seemed to be having difficulty 
in making a decision. Where time permitted the method of triadic 
elicitation of constructs was adopted. The pupil was shown two cartoons 
from one set and one from the other and asked to say in what important way 
the two uere alike and different from the third; the response given being 
termed a construct. This procedure was repeated for several triads after
which the pupil was asked to choose the three constructs that he felt to
be most important for him and to rank order all the elements on each of 
these three constructs. In the modified form, after the original sort, the 
pupils were shown two cartoons at a time, one from each set, and asked to 
say how they differed. When all twelve cartoons had been used the pupil 
was asked to choose the three constructs which were most important to him
and to rate each of the twelve elements depicted by the cartoons, using a
7-point scale. In the event not all pupils had time to complete even this 
modified form of the test.
It was anticipated that the responses would provide some insight into
the pupils' perceptions of the teacher-roles and of the relationship between
constructs and roles. Schedules of the responses obtained and the analysis 
of these will be given in Chapter VII.
4.5 Additional Sources of Information
4.5.1 Internal Reports
To gain some appreciation of the organisation and rationale governing 
the management of the two schools, various interviews of a formal and semi- 
formal nature were made when the opportunity arose during the many visits 
to the two schools. Formal interviews were secured with the Deputy Heads 
and Heads of Lower School in both establishments.
There were more informal interviews and 'chats1 with other members 
of staff, e.g. in Tradley, with the Head of the Commerce Department, the 
Head of the 'ROSLA* group, the Head of Modern Languages, and other 
members of staff; in Progmor,with the Head of the Humanities Department, 
the Head of the Remedial Department and other members of staff. The 
writer also circulated round the various staff rooms and took account of 
the conversations taking place. The following data was obtained from 
school records.
1. Size of intake each year from 1969/70 to 1974/75.
2. ' Staffing numbers.
3. Examinations taken and results.
4. Numbers going on to further education.
Governors* Reports and other documents were reviewed for information on. 
teaching groups, curriculum, staff-consultation and decision-making, 
community integration, parental involvement and inclusion of pupils in 
the school decision-making processes.
4.5.2 Feeder Middle Schools
Middle Schools which supplied pupils to the two schools in the study 
were visited during Dune and Duly, 1974. The short time spent in each 
school (-2 day visit) and the Head's selection of classes to be observed 
reduced the value of the visits. Nevertheless some subjective impressions 
were formed which may assist in an interpretation of the MAIS scores.
In such a complex situation, the Middle School attended may only contribute
a small proportion to the variance, especially as the second year pupils 
were tested after experiencing two terms in the respective Secondary 
Schools. The three main feeders to Tradley were given the letters A, B 
and C, and SPSS Codes 0, 1, 2 respectively; the four main feeders for 
Progmor were given the letters P, Q, R and S, and SPSS Codes 5, 6, 7, 8 
respectively. The SPSS Code 3 was used for other primary schools, usually 
outside Newtown,and Code 9 for missing data.
CHAPTER V
MOTIVATION AND ATTITUDES
5.1 Hypotheses relating to Pupils1 Motivation and Attitudes to School
The influence of School Ethos, Age and Sex on Motivation and Attitudes 
to School, as determined by the MAIS questionnaire was the subject of the 
investigation. The effects of intervening variables, viz. home variables, 
school variables, personality characteristics and future expectations were 
examined. The following hypotheses were formulated:
5.1.1 Effects of Ethos. Age and Sex on Motivation and Attitudes to School 
Hypothesis la
The ideology of progressive education with its emphasis on the social- 
psychological aspects of learning (child-centredness),and the desirability 
of extending educational provision to achieve the goal of equality of 
opportunity,would.be expected to have important effects on the attitudes 
and values of the pupils with whom it is concerned. Bantock (1976, p. 91) 
writes:
... it enables us to structure learning in a way which 
becomes meaningful at different age-levels, and it 
suggests the need for differentiation of cultural 
offering to various ability ranges once basic skills 
have been mastered ... so as to meet the challenge of 
individual differences.
Pupils in the more progressive pupil-oriented school will have a stronger
positive affect towards the school than those in the more traditional
school. The mean scores for Progmor pupils will be higher than those
for Tradley pupils.
Hypothesis lb
The tasks facing the adolescent in his search for identity and for 
autonomy deflect some of his energies away from school-based learning. .
His widening horizons cause him to look outwards from school to other 
activities. Younger pupils in both schools will have a more positive
affect towards school than older pupils. The combined scores of the twelve 
to thirteen year old boys and girls in both schools will be higher than that 
of the fourteen to fifteen year olds.
Hypothesis Ic
On the whole girls tend to be more conforming than boys and more
anxious to 'please teacher', in spite of the fact that schools are more
male-oriented in curriculum and organisation. Raven (1977, p. 135) offers
an unusual explanation for his findings:
The difference between the sexes, which was more marked 
at the younger ages in Britainxmay be attributed to the 
fact that in general, schools tend to be more geared 
towards the educational needs of girls than boys: large 
numbers of girls enter careers or jobs such as teaching, 
nursing or secretarial work where the skills they have 
learnt at school are directly relevant. This is much 
less true of boys.
The girls in both schools and in both age-groups will have a more positive 
affect towards the schools than will the boys. The combined scores of all 
the girls from both schools will be higher than that of the boys.
Hypothesis Id
The alienation from school with increasing age is less likely to occur 
in a progressive environment where greater attention is paid to social 
development, and where there are fewer authoritarian pressures to kick 
against. The interaction effects of the two factors, Ethos and Age, will 
operate so that the twelve to thirteen year olds from the progressive school 
will score highest and fourteen to fifteen year olds from the traditional 
school will score lowest.
Hypothesis Ie
Where there is less sex-typing in curriculum and organisation, there 
should be greater commitment to schooling by girls. There will be 
interaction effects of Ethos and Sex, the girls from the progressive 
school scoring highest and the boys from the traditional school scoring 
lowest.
1. The sample consisted of 13-16 year old pupils.
Hypothesis If
There will be interaction effects of Age and Sex. The twelve to 
thirteen year old girls will score highest and the fourteen to fifteen year 
old boys will score lowest.
Hypothesis Ig
There will be interaction effects of Ethos, Age and Sex. The twelve to 
thirteen year old girls from the progressive school will score highest and 
the fourteen to fifteen year old boys from the traditional school will score 
lowest.
5.1.2 Effects of Ethos, Age and Sex on Motivation and Attitudes to School
with Reference to Sub-Scale Scores
Hypotheses Ila to Ilq
The effects of Ethos, Age and Sex, separately, and in interaction will
discriminate in a similar manner as that hypothesised for the MAIS total 
scores, across the twelve sub-scales.
5.1.3 Effects of Home Variables on Motivation and Attitudes to School
There is a large body of evidence ranging from that of Fraser (1959)
to Walker (1976) that pupils1 school performance is related to their >home
background, and to the activities which take place there. Sumner and
Warburton (1972) found that alienated students were differentiated from
others in the quality of their home background. Current explanations are
offered in terms of home values; the values of school being held to be
congruent with those of middle class children, but not with those of working
class children. Raven (1977, p. 257) challenges the interpretation:
What became absolutely clear, therefore, was that the data 
did not unambiguously support the case of either the 
environmentalists or those who maintain that such abilities 
are innate, and that all previous studies which had 
concluded that the 'environment1 was responsible for the 
lion's share of the variance in educational attainment were 
open to alternative interpretations. If the matter is to 
be resolved it will be necessary to undertake experimental 
studies based on an interventionist strategy ... or to 
develop measures of environmental processes which are less 
closely correlated with the child's or the parent's ability.
It is appreciated that many of the studies are concerned with attainment 
rather than interest, nevertheless existing research data supports the view 
that poverty engendered by low wages, large families and improvidence is a 
causal factor in poor scholastic attainment and behaviour problems. In
the light of this, the following hypotheses are proposed:
5.1.3.1 Social Class: Hypothesis Ilia
The MAIS scores will be correlated with indices of Socio-Economic Status, 
a greater proportion of pupils with fathers in Social Classes I and II will 
have total MAIS scores above the mean than those with fathers in Social
Classes IV and V. The effect will be less marked in Progmor, where the
explicit policy is to take account of working-class cultures in the design 
and presentation of the curriculum.
5.1.3.2 Family Size: Hypothesis Illb
The smaller the family, the higher will be the MAIS score. A greater
proportion of 'only child* pupils will have MAIS scores above the means 
than pupils from families with 6 or 7 children.
5.1.3.3 Position in Family: Hypothesis IIIc
Those pupils with mid positions in the family will have the highest
MAIS scores.
5.1.3.4 Status of Family Residence: Hypothesis Hid
Those pupils living in owner-occupied houses will have higher MAIS
scores than those in rented houses.
5.1.3.5 Social Class Concomitants: Hypothesis Ille
The composite variable, Social Class Concomitants, derived from indices
of Social Class, Parental Interest in Further Education and the Literary 
Value of Sunday Papers Taken, will be significantly correlated with MAIS 
scores. The relationship will be closer for Tradley pupils than for Progmor 
ones since the philosophy of the latter school aims to reduce the damaging 
effects of incongruence between home and school.
5.1.3.6 Parental Support: Hypothesis Illf
The composite variable, Parental Support, derived from indices of 
Parental Interest in School Activities and in Further Education, and the 
Cultural Level of the Home, will be significantly correlated with MAIS 
scores. As in the case of the Social Class Concomitants variable, the 
relationship will be closer for Tradley pupils than for those at Progmor.
5.1.4 Effects of School Variables on Motivation and Attitudes to School
5.1.4.1 Absenteeism
Two alternative views of truancy exist - it may exist because of poor 
home background and lack of parental supervision, or it may be a form of 
rejection of a system which is seen as having little to offer. Whichever 
view is taken, it is reasonable to suppose that those who absent themselves 
from school have little interest in school activities. While it cannot be 
maintained that all recorded absences are attributable to truancy, it is 
feasible to suggest that those who have poor records of attendance also 
have poor attitudes to school. The school atmosphere in Progmor should be 
less alienating; also the younger pupils would be expected to have more 
positive attitudes to school than the older ones. The following hypotheses 
are proposed:
Hypothesis IVa(i)
MAIS scores will be significantly correlated with attendance figures.
Those pupils with the highest recorded absences will score lowest on the 
MAIS questionnaire.
Hypothesis IVa(ii)
Absence figures will be lower in the twelve to thirteen year old groups 
than in the fourteen to fifteen year old groups.
5.1.4.2 Teachers* Expectations: Hypothesis IVb
The opinions and expectations of significant others are known to influence 
attitudes and behaviour. To the extent that teachers are regarded as
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significant, their favourable opinions will be sought and valued. It is 
hypothesised that the teachers* ratings on Ability, Effort and Behaviour 
will be significantly correlated with the pupils* MAIS scores.
5.1.4.3 Level of Ability: Hypothesis Il/c
5.1.4.4 Attainment Scores: Hypothesis IV/d
Those pupils who find school work easier and who are shown to be 
succeeding will be more favourably disposed towards school. The Pupils*
Level of Ability as determined by HSPQ, Factor B, his Attainment Score, as 
determined by the Examination Marks obtained in Mathematics, will be 
significantly correlated with MAIS scores. The relationship will be 
stronger for Tradley pupils than for those at Progmor.
5.1.5 Effects of Personality Characteristics on Motivation and Attitudes to 
School.
It is common knowledge that persons react differently in different
situations and that individuals react differently in the same situations.
It is therefore reasonable to suppose that School Ethos will have a
differential effect on orientation to school, according to the personality
of the individual. Sumner and Warburton (1972) found that alienated students
were differentiated from others in terms of their personality and attitudes.
Thomas, Chess and Birch (1970) found that a difficult child did better in a
more formally-structured classroom than in an over-permissive atmosphere.
Bennett (1975) has shown that at the primary stage children with different
personality types react differently in formal and informal classroom.
environments. Cattell (1965) claims that:
The relation of personality and motivation scores to 
performance throws light not only on the individual but 
on the school system. Differences can be seen between 
the personality and motivation structures which command 
success in one type of school and another.... The 
students who respond strongly to the social milieu do 
well in school, but the detached and self-sufficient 
do better at university.
The effects of School Ethos on the Motivation and Attitudes of different
personality types will also be differentially mediated according to Age
and Sex.
5.1.5.1 First Order Factors: Hypothesis \1 a
In particular it is hypothesised, having regard to the first order 
personality source traits as measured by the HSPQ, the correlations with 
total MAIS scores will be higher at Tradley than at Progmor in the following 
directions:
Factor
Tradley High Scorers will be more Reserved A
Emotionally stable C
Undemonstrative D
Obedient E
Sober F
Conscientious G
Shy H
Tender-minded I
Circumspect
Individualistic 0
Apprehensive 0
Self-sufficient Q2
Controlled Q3
Tense 04
5.1.5.2 Seoond Order Factors: Hypothesis Vb
The Second-Order Factors will differentiate the high MAIS scorers at 
Tradley from those at Progmor. The high scorers at Tradley will be more. 
Introverted and more Subdued, the low-score scorers will be more Anxious.
5.1.6 Effects of Middle School Origin on Motivation and Attitudes to School 
Hypothesis VI
The Middle School Origin will have had some conditioning effects on 
pupils which will carry over into secondary schools. These effects will be 
particularly noticeable in the twelve to thirteen year old group. Where 
there is congruence between the middle and secondary school ethos 
reinforcement will occur, but where there is dissonance tension will be 
created requiring some form of adaptation. It is hypothesised that pupils 
from the more middle class school B, feeding into Tradley, will be more
positive in affect than those-from the other feeder middle schools; pupils 
from the more traditional school S, feeding into Progmor will be less 
positive in affect than those from the other feeder middle schools.
5.1.7 Effects of Future Expectations on Motivation and Attitudes to School
To express an intention to stay on at school beyond the statutory 
leaving age would seem to indicate a greater liking for school. However, 
Bill et al (1974) found that the actual age of leaving school was not 
predictable from whether the pupil liked school or not, but from whether he 
was in an examination class and taking examinations, and from pupils* values. 
Raven (1977) found that although there were exceptions, those who would be 
staying in the educational system longest, because of their chosen career, 
had the most positive attitudes towards school. 'Staying on* has 
instrumental rather than intrinsic value for those who are prepared to 
defer gratification for future career prospects. Those pupils who decide 
to stay on may resolve dissonance by developing a greater commitment to 
school. The following hypotheses are proposed:
5.1.7.1 Pupils* Expectations: Hypothesis Vila
There will be a significant relationship between the pupils* expressed 
preference for staying on beyond the statutory leaving age and his degree 
of commitment to school.
5.1.7.2 Perceived Parents' Expectations: Hypothesis Vllb
There will be a significant relationship between the parents* 
preference for staying on, as perceived by the pupil and the pupil's degree 
of commitment to school.
5.2 Results - Motivation and Attitudes Study
5.2.1 Effects of Ethos, Age and Sex on MATS Total Scores
A Multivariate Analysis of Variance was carried out on the total scores 
and on the Sub-Scale scores of the questionnaire, using the Fortran Program 
MANOVA (see appendix S.4). The total sample consisted of eight sub-groups 
as follows:
Tradley:
Proqmor:
Sample Size
12 - 13 year old boys named T radley 2B 51
12 - 13 year old girls named Tradley 2G 53
14 - 15 year old boys named Tradley 4B 52
14 - 15 year old girls named Tradley 4G 57
•12 - 13 year old boys named Progmor 2B 62
12 - 13 year old girls named Progmor 2G 79
14 - 15 year old boys named Progmor 4B 85
14 - 15 year old girls named Progmor 4G 62
501
The three factors used in the Analysis of Variance were:
Factor E: School Ethos; 2 levels:
Factor A: Age; 2 levels:
Factor S: Sex; 2 levels:
Traditional
Progressive
12 - 13 year olds
1 4 - 1 5  year olds
Boy
Girl
Code
1
2
1
2
1
2
The Twelve Sub-Scale Variables were:
Attitudes Code Motives Cot
Friends 1 Reward 8
Teachers 2 Self-realisation 9
Parents 3 Curiosity 10
Self 4 Enjoyment 11
Curriculum 5 Social 12
Organisation 6 Conformity
Materials 7
Mean scores for the various sub groups is given in tables 39 and 40.
The symbols at the foot of the tables indicate the level of significance 
of difference between means. Table 41 gives the relevant figures for 
the Analysis of Variance, extracted from the computer print out.
A graphical representation of Group Means and Range, by School, Age 
and Sex is given in .ppendix 8.3. Profiles of MAIS Sub-Scale Scores, by 
School, Age and Sex are given in appendix 8.4. For comparison purposes, 
statistics are included from the Humanities Curriculum Project Sample 
and the ILEA Study Sample.
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TABLE 39
MATS TOTAL SCORES, SUB-GROUP MEANS
(i) M.A.I.S. TOTAL SCORES: MEANS. BY ETHOS
Tradley 185*09
Progmor 162*66
**
(ii) M.A*I.S. TOTAL SCORES: MEANS BY AGE
Means
226.71
160.72 
■**
(iii) M.A.I.S TOTAL SCORES: MEANS BY SEX
Means
Boys 170.50
Girls 174.09
n.s.
1 2 - 1 3 year olds 
14 -15 year olds
(iv/) M.A.I.S. TOTAL SCORES: MEANS BY ETHOS AMD AGE
Tradley 12-15 year olds
Means
202.75
Tradley 14-15 year olds 168.25
Progmor 12-15 year olds 1 7 0 . 5 1
Progmor 14-15 year olds 155.15
M.A.I.S. TOTAL SCORES: MEANS BY ETHOS AND SEX
Means
Tradley Boys 187.59
Tradley Girls 182.94
Progmor Boys 158.51
Progmor Birls 167.19
n.s.
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TABLE 39 continued
(vi) M.A.I.S. TOTAL SCORES: MEANS BY AGE AND SEX
Means
12 - 13 year old "boys 180,15
14 - 15 year old boys 162,17
12 - 13 year old girls 187.66
14 - 15 year old girls 159*05
□
□  :  p  <  0 . 1 0
* : p < 0.05 
** : p < I).01 
n.s.: not significant
Table 40 
M.A.I1S. TOTAL SCORES:
MEANS AND STANDARD DEVIATIONS BY ECHOS, AGE AND SEX
Sub-Group Mean Standard Deviation
Tradley 2B 204.255 48.582
Tradley 2G 201.302 51.199
Tradley 4B 170.865 48.833
Tradley 40 1 6 5 . 8 7 7 50.987
Number in group
51
55
52 
57
Progmor 2B 
Progmor 2G 
Progmor 4B 
Progmor 4G
160.323
178.519
156.859
152.774
n.s.
39.011
47.401
42.028
36.819
62
79
85
62
Table 41
M.A.I.S. TOTAL SCORES: MULTIVARIATE ANALYSIS OF VARIANCE
Source of 
Variation
Sum of 
Squares
Degrees of 
Freedom
Mean
Square F Value
__ . Significance
Variance — :----
Level
P less than
Within Cells 1020675.469 493 2070.336
Ethos 61612.304 1 61612.304 29.760 .001 .**
Age 69173.239 1 69173.239 33.412 .001 **
Sex 273.438 . 1 273.438 .132 .716 n.s.
Ethos and Age 11504.812 1 11504.812 5.557 .019 *
Ethos and Sex 3586.358 1 3586.358 1.732 .189 n.s.
Age and Sex 5706.735 1 5706.735 2.756 .098 P
Ethos, Age and Sex 3106.879 1 3106.879 1.501 •221 n.s.
O s p  ^ 0.10
* P < 0.05
** : p C  0.01
n.s. : not significant
The results obtained from the analyses are interpreted below.
Hypothesis la: Pupils from Progmor will report a more positive affect towards 
school than those from Tradley.
Taking account of Ethos only the difference between groups is
significant at the one per cent level (p<0.00l). The traditional 
school scores are higher than those of the progressive school.
Hypothesis la is not supported, the effect although significant is 
in the opposite direction to that predicted.
Hypothesis lb: Younger pupils will report a more positive affect towards 
school than older pupils.
Taking into account Age only, the difference is significant at the 
one per cent level (p<0.00l), with twelve to thirteen year olds 
scoring higher than fourteen to fifteen year olds.
Hypothesis lb is supported.
Hypothesis Ic: Girls will report a more positive affect towards school than 
boys.
Taking account of Sex only the difference is not significant (plO.716),
the girls scoring marginally higher than the boys.
Hypothesis Ic is not supported,.the effect is in the predicted 
direction but does not reach significance level.
Hypothesis Id: 12+ pupils from Progmor will report the highest positive 
affect towards school and 14+ pupils from Tradley, the lowest.
When the interaction effects of Ethos and Age are considered the 
difference is significant at the five per cent level (pC0.019), the 
twelve to thirteen year olds from the traditional school scoring 
highest, fourteen to fifteen year olds from the progressive school 
scoring lowest. The fourteen year old traditional school pupils 
and the twelve year old progressive school students had similar 
mean scores.
Hypothesis Id is not supported. Those predicted as highest and 
lowest scorers both occupy a similar mid position.
Hypothesis Ie: Girls from Progmor will report the highest positive affect
towards school and boys from Tradley lowest.
When the interaction effects of Ethos and Sex are considered, the 
difference is not significant at the five per cent level (p< 0.189).
The girls from the traditional school score highest, the girls from 
the progressive school lowest; the boys from the traditional school 
score higher than the boys from the progressive school.
Hypothesis Ie is not supported. The ordering of the groups is 
different from that predicted.
Hypothesis If: The 12+ girls will report the highest positive affect towards 
school and the 14+ boys lowest.
When the interaction effects of Age and Sex are considared, the 
difference is not significant at the five per cent level (p< 0.098).
The twelve to thirteen year old girls score highest, and have similar 
scores to the twelve to thirteen year old boys, the fourteen to 
fifteen year old boys and girls also have similar scores, the girls 
having slightly lower scores than the boys.
Hypothesis If is only partially supported in that the twelve to 
thirteen year old girls score highest, but the fourteen to fifteen 
year old boys do not score lowest.
Hypothesis Iq: The 12+ girls from the progressive school will report the 
highest positive affect towards school and the 14+ boys from the 
traditional school lowest.
Taking the three factors of Ethos, Age and Sex into account, the 
differences are not significant (pcO.221). The order of scoring 
from highest to lowest is:
Traditional, 12 - 13 year old boys
Traditional, 12 - 13 year old girls
Progressive, 12 - 13 year old girls
Traditional, 14 - 15 year old boys
Traditional, 14 - 15 year old girls
Progressive, 12 - 13 year old boys
Progressive, 14 - 15 year old boys
Progressive, 12 - 15 year old girls
Hypothesis Iq is not supported.
5.2.2 Effects of Ethos, Age and Sex on MAIS Sub-Scale Scores
The sub-scale mean scores for relevant sub-groups are given in tables 
42 and 43.
The sub-scales are listed in rank order of means for the eight groups 
of the present study and for the Sumner and ILEA samples in table 44. Full 
reference to the Sumner and ILEA studies will be made 'in Section 5.5.1.
Hypothesis Ila: Pupils from Progmor will report a higher positive affect 
than those from Tradley.
All the sub-scales discriminate for Ethos; for ten sub-scales 
p < 0.001 for the sub-scale Friends, p <0.004 and for the sub-scale 
Materials, p <0.050.
Hypothesis Ila is not supported. The direction is opposite to 
that predicted, the traditional school scores are higher than the 
progressive school scores for all sub-scales.
Hypothesis lib: Younger pupils will report a higher positive affect than 
older pupils.
Most of the sub-scales discriminate for Age; for nine of the sub­
scales p< 0.001, for Self p< 0.009, for Curiosity p < 0.009 and for 
Friends p x 0.107.
Hypothesis lib is supported. The twelve to thirteen year olds score 
higher than the fourteen to fifteen year olds.
Hypothesis lie: Girls will report a higher positive affect than boys.
The sub-scales which discriminate for Sex are:
Sub-scale Direction £
Friends Girls > Boys 0.036*
Teachers Boys > Girls 0.019*
Self Girls Boys 0.048#
Enjoyment Girls > Boys 0.003**
Self-realisation Boys > Girls 0.073
Hypothesis lie is only partially supported.
Hypothesis IId: 12+ pupils from Progmor will report the highest positive 
affect, 14+ from Tradley the lowest.
The sub-scales which discriminate for the interaction effect of Ethos 
and Age are:
Sub-scale
Teachers
Self
Curriculum
Self-realisation
Social
Reward
Highest
Tradley 12-13 year olds
Tradley 12-13 y.o. 
Tradley 12-13 y.o. 
Tradley 12-13 y.o. 
Tradley 12-13 y.o. 
Tradley 12-13 y.o.
Lowest R
Progmor 14-15 year
olds .001 **
Progmor 14-15 y.o. .002 **
Progmor 14-15 y.o. .023 *
Progmor 14-15 y.o. .003 **
Progmor 14-15 y.o. .008 **
Progmor 14-15 y.o. .098 **
Hypothesis lid is not supported. The direction of effect is opposite 
to that predicted but reaches significance level on five sub-scales.
Hypothesis lie: Girls from Progmor will report the highest positive affect, 
boys from Tradlsy lowest.
The sub-scales which discriminate for the interaction effect of Ethos 
and Sex are:
Sub-scale
Self
Rewards
Highest 
Tradley Boys 
Tradley Boys
Lowest
Progmor Boys 
Progmor Boys
£
0.002 ** 
0.027 *
Hypothesis lie is not supported. The direction of effect is opposite to 
that predicted but reaches significance level for two sub-scales.
Hypothesis Ilf: 12+ girls will report the highest positive affect, 14+ boys 
lowest.
The sub-scales which discriminate for the interaction effect of Age and 
Sex are:
Sub-scale
Materials
Reward
Enjoyment
Curriculum
Highest Lowest
12-13 year old girls 14-15 year old girls
12-13 year old girls 14-15 year old girls
12-13 year old girls 14-15 year old boys
12-13 year old boys 14-15 year old girls
p less than 
0.029 * 
0.032 * 
0.026 * 
0.065 a
Hypothesis Ilf is supported for the sub-scale Enjoyment but only 
partially supported for the sub-scales Materials and Reward.
Hypothesis Ilg: 12+ girls from Progmor will report the highest positive affect, 
14+ boys from Tradley lowest.
There are no statistically significant interaction effects for Ethos,
Age and Sex for any of the twelve sub-scales. Those approaching a 
level of significance were:
Sub-scale Highest Lowest £
Friends Tradley 12-13 year old boys Progmor 12-13 year old boys 0.056
Curriculum Tradley 12-13 year old boys Progmor 14-15 year old boys 0.126
Materials Tradley 12-13 year old boys Progmor 14-15 year old girls 0.130
Reward Tradley 12-13 year old boys Progmor 14-15 year old girls 0.054
Social Tradley 12-13 year old boys Progmor 14-15 year old boys 0.138
Q : p < 0.10
* : P< 0.05
** : p ^ 0.01
n.s. : not significant
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TABLE 45
MATS SUB-SCALES IN RANK ORDER OF MEANS
a) SUMNER»S STUDY SAMPLE
b) ILEA STUDY SAMPLE
Rank order ' 
of Sub-scales
a) Sumners Study
Humanities Curriculum 
Project Sample_______
b) ILEA Study Sample
London Comprehensive School - 
First years________Fourth years
1.
2.
3.
4.
5.
6.
7.
8.
9.
10.
11.
12.
Teachers
Materials
Self
Curriculum
Organisation
Friends
Parents
Curiosity
Reward
Self-realisation
Enjoyment 
Social Conformity
Parents
Curriculum
Self
Organisation
Friends
Materials
Teachers
Self-realisation
Enjoyment 
Social Conformity
Reward
Curiosity
Self
Parents
Curriculum
Organisation
Materials
Friends
Teachers
Self-
realisation
Reward
Social 
Conformity .
Curiosity
Enjoyment
5.2.3 Effects of Home Variables on MAIS Total Scores
The system of computer programs, the Statistical Package for the 
Social Sciences (SPSS), was used in the analysis of data to examine the 
relationships obtaining between the dependent variable scores on the MAIS 
Questionnaire, and the several independent variables of the study. The 
sub-program CROSSTABS was used to obtain bivariate joint frequency 
distributions. A four-way split was made on the MAIS scores, using the 
criteria:
Ranqe of Scores Actual Scores
Group I All scores below Group II 0 to 124
Group II From mean of total sample to one 
standard deviation below the mean
125 to 173
Group III From mean to one standard deviation 
above the mean
174 to 222
Group IV All scores above group III 223 to 280
Table 46 shows the percentage distribution in each of the four groups for
each school.
TABLE 46
MAIS SUB-GROUPS
DISTRIBUTION OF SAMPLE POPULATION BY SCHOOL
School MAIS Sub-groups I II III 
(Lowest)
IV
(Hiohest)
Tradley 32.9 . 31.6 47.9 67.1
Progmor 67.1 68.4 52.1 32.9
= 32.5 3 d.f. Significance 0.000
5.2.3.1 Social Class
Hypothesis Ilia: Pupils whose fathers are in Social Classes I and II will 
report a more positive affect towards school than those in Social 
Classes IV and V. The effect will be less pronounced in Progmor than 
Tradley.
Table 47 shows that there is a significant relationship between 
Social Class and MAIS Total Scores for the two Tradley groups but not for 
the two Progmor groups. The relationship is in the expected direction - 
the higher the Social Class the greater the commitment to school.
TABLE 47
CORRELATIONS BETUEEM SOCIAL CLASS AND MAIS TOTAL 
SCORES
Total Sample 
Tradley 2 
Tradley 4 
Progmor 2 
Progmor 4
*
**
n.s,
(N = 501)
(N = 104)
(N =109)
(N = 141)
(N = 147)
p * .05
p < .01
not significant
- 0.17 **
-  0.21 *
- 0.23 *
- 0.12 n.s.
- 0.03 n.s.
A breakdown of MAIS results for the total sample and for the four sub-groups, 
into four Social Class groupings with four MAIS sub-groups, enables a more 
detailed analysis to be made - see tables 48 and 49. It can be seen that 
60.9$ of pupils whose fathers are reported as being in Social Classes I 
and II score above the mean on the MAIS; 65.2$ of pupils whose fathers are 
reported as being in Social Clases IV and V score below the mean.
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TABLE 48
DISTRIBUTION OF MAIS;SUB GROUPS’ BY SOCIAL CLASS 
Controlling for School and Age
I &  II.
(i) TOTAL SAMPLE ( 5 0 1 )
M.A.I.S. Group 
I-Lowest 12.7
II 26.4
III 36.4
IV-Highest 24.5
(ii) TRADLEY 2 (104)
I-Lowest 111;. t
II 8.5
III 41.7
IV-Highest 38.9
(iii) TRADLEY 4 (109)
I-Lowest 4.5
II 3 U 8
III 36.4
IV-Highest 27.3
(iv) PROGMOR 2 (141)
I-Lowest 10.0
II 36.7
III 40.0
IV-Highest 13.3
(v) PROGMOR 4 (147)
I-Lowest 27o3
II 36.4
III 22.7
IV-Highest 13.6
Social Class 
IIIN &  H I M  IV &  V  Unclass..
16.7 23.2 19.2
34.8 42.0 48.0
34.4 27.5 21.2
14.1 7.2 11.5
6.4 7.1 ...
12.8 14.3 71.4
48.9 57.1 14.3
31.9 21.4 14.3
14.3 33.3 30.0
38.8 44.4 30.0
32.7 11.1i 25.0
14.3 11.1 15.0
21.0 20.0 20.0
2 7 . 6 50.0 60.0
34.6 30.0 10.0
14.8 ... 1o.O
19.4 29.4 13.3
48.4 52.9 53.3
28.0 17.6 26.7
4.3 ... 6.7
Figures are given as column percentages for each social class 
grouping.
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TABLE 49
DISTRIBUTION OF SOCIAL CLASS BY M IS  SUB GROUPS 
CONTROLLING FOR SCHOOL AND AGE
(i) Tradley 2
M.A.I.S.
GROUP I & II
Social
IIIN & H I M
Class 
IV & V Unclassified
I Lowest 11.5 65.3 15.5 7.7
II 21.5 47.0 19.6 11.8
III 25.6 59.6 12.8 2.1
IV Highest 25.5 70.6 0.0 5*2
(ii) Tradley 4
M.A.I.S.
Social Class
GROUP I & II IIIN & H I M IV & V Unclassified
I Lowest 19.4 58.1 16.1 ' 6.4
II 11.4 64.5 12.9 11.4
III 15.2 68.4 7.9 10.5
IV Highest 57.5 50.0 0.0 12.5
(iii) Progmor 2
M.A.I.S. Social
Class
GROUP I & II IIIN & IIIM IV & V Unclassified
I Lowest 50.0 57.5 12.5 0.0
II 18.8 57.6 12.6 51.5
III 51.9 49.1 17.0 2.1
IV Highest 42.4 45.4 9.1 5.0
(iv) Progmor 4
M.A.I.S.
Social Class ,
GROUP I & II IIIN & IIIM IV & V Unclassified
I Lowest 5.0 55.0 5 0 . 0 5 0 . 0
II 17.5 47.5 20.0 15.0
III 25.8 51.6 6.4 16.1
IV Highest 55.5 58.9 11.2 16.7
Figures are row percentages for each M.A.I.S. Sub-Group
Differences in distribution emerge when the sub group scores are examined 
in table 49.
TABLE 50
RELATIONSHIP BETWEEN SOCIAL CLASS AND DISTRIBUTION 
OF MAIS SCORES BY SCHOOL AND AGE
Sub-group
Tradley
Progmor
Tradley
Progmor
(i) Fathers in Social Classes I and II
Percentage scoring above 
the mean
12-13 year olds 
14-15 year olds 
12-13 year olds 
14-15 year olds
(ii) Fathers in Social Clases IV and V
12-13 year olds 
14-15 year olds 
12-13 year olds 
14-15 year olds
80.6
63.7
53.3
36.3
78.5 
22.2 
30.0
17.6
These results need to be viewed with reference to the overall Progmor 
scores, which are lower than those of Tradley. Other researches show a 
greater commitment by pupils whose fathers are in Social Classes I and II. 
Both fourteen to fifteen year old groups show a falling off in scores.
The Tradley twelve to thirteen year old group departs from the general 
pattern; 57.1 per cent from Social Classes IV and V fall into the MAIS 
Group III, i.e. scoring one standard deviation above the mean.
Hypothesis Ilia is supported.
5.2.3.2 Family Size
Hypothesis Illb; Pupils with fewer siblings will report a more positive 
affect towards school.
The distribution of MAIS groups by Family Size for the total sample and 
four sub-groups is given in table 51. These have been collapsed into two 
groups in table 52, those with scores above and below the mean. Table 53 
gives the distribution of School Group population by Family Size,
For the whole sample, and for Tradley 2 and Progmor 4, those who have no 
brothers or sisters score highest? For Tradley 4, it is those who come from 
families with four or five children who fall into the highest group, while
for Progmor 2 it is those with six or seven in the family who score highest. 
This may be an artefact of the small numbers in this category.
Hypothesis Illb is supported for the whole sample. Tradley 2 and Progmor 4.
TABLE,51
M.A.I.S. Sub-groups. Distribution of Sample Population 
by Family Size. Controlling for School and Age
(i) TOTAL.SAMPLE (N = 501)
Number of Children in Family
M.A.I.S. Group OnlyChild .2.pr.I 4 or 5 6 or 7 2l
Missing
Data
I - Lowest 1 0 . 0 18.4 15.0 19.0 0 . 0 2 2 . 2
II 5 0 . 0 34.1 36.7 42.9 57.1 38.9
III 43.5 31.5 32.5 38.1 28.6 2 7 . 8
IV - Highest 16.7 16.1 15.8 Nil 14.3 11.1
(ii) TRADLEY 2 (N *= 1 0 4 )
I - Lowest Nil 6.3 7.4 66.7 Nil Nil
(N=0)
II Nil 18.8 11.1 Nil Nil 1 0 . 0
(N=1)
III 5 0 . 0 4 0 . 6 55.6 33.3 1 0 0 . 0 Nil
(11=0)
IV - Highest 5 0 . 0 34.4 25.9 Nil Nil Hil
(N=0)
(iii) TRADLEY 4 (N » 1 0?)
I - Lowest 14.3 2 2 . 6 4.5 2 0 . 0 Nil 27.3
(N=3)
II 42.9 33.9 45.5 4 0 . 0 1 0 0 . 0 18.2
(H=2 )
III 42.9 27.4 22.7 40.0 Nil 36.4
(n=4)
IV - Highest Nil 16.1 27.3 Nil Nil 18.2
(H=2)
TABLE! 51 continued
(iv) PROGMOR 2 (N « 141)
Number of Children in Family
M.A.I.S. Group
Only
Child .2, or_J_
4 or 5 6 or 7 ± 1
Missing
Data
I - Lowest 14.3 16.5 24.0 20.0 Nil Nil
(N=0)
II 42.9 34.1 35.1 5 0 . 0 33.3 75.0
(N«3)
III 26.6 35.3 29.7 5 0 . 0 33.3 2 5 . 0
(K-1)
IV - Highest 14.3 114.1 8.1 0.0 33.3 Nil
(N=0)
(v) PROGMOR 4 (N ,5 111)
I - Lowest 12.5 25.5 14.7 Nil Nil 50.0
(N-1-)
II 37.5 44.7 52.9 62.5 100.0 5 0 . 0
(N=*1)
III 5 0 . 0 24.5 23.5 37.5 Nil Nil
(N=0)
IV - Highest Nil 5.3 8.8 Nil Nil Nil 
. (N«0)
The figures are given as column percentages for each category of family 
size.
Table 53
Distribution of Sample Population by Family Size 
and School Group
Number of Children in Family
School Only.Child 2 or 3 A or_5_ 6 or 7 >7
Missing
Data
Tradley 2 (N=104) 7.7 61.5 2 6 . 0 2.9 1.0 1.0
Tradley 4 (N=109) 6.4 56.9 20.2 4.6 0.9 10.1
Progmor 2 (N=141) 5.0 60.3 26.2 3.5 2.1 2.8
Progmor 4 (N=147) 5.4 63.9 23.1 5.4 0.7 1.4
Tradley (N=213) 15
(7$)
126
(59.2$)
49
(23.0$)
8
(3.8$)
3
(1.4$)
12
(5.6$)
Progmor (N»288) 15
(5.2$)
179
(62.2$) (24.7$)
13
(4.5$)
4
(1.4$)
6
(2.1$)
Figures are given as x/aw percentages for each family size category for 
the first four groups, and as row scores with ro.w percentages in 
parentheses for the last two groups.
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' TABLE 52
Two M.A.I.S. Categories* Distribution of Sample Population 
By Family Size. Controlling for School and Age
(i) TOTAL SAMPLE (N = 501)
Number of Children in Family
M.A.I.S. Scores OnlyChild 2 or 3 .4_?X_5. 6 or 7 J21
Missing
Data
Below the mean 40.0 52.5 51.7 6 1 . 9 57.1
Above the mean 6 0 . 0 47.5 48.3 58.1 42.9
(ii) TRADLEY 2 (N .= 1 0 4)
Below the mean Nil 2 5 . 0 18.5 66.7 Nil 1 0 0
Above the mean 1 0 0 75.0 81.5 55.5 1 0 0 Nil
(iii) TRADLEY 4 (N = 1 0?)
Below the mean 57.2 56.5 5 0 . 0 6 0 . 0 1 0 0 45.5
Above the mean 42.9 45.5 5 0 . 0 4 0 . 0 Nil 54.6
(iv) PROGMOR 2
Below the mean 55.2 5 0 . 6 62.1 5 0 . 0 55.5 75.0
Above the mean 42.9 49.4 57.9 5 0 . 0 66.7 2 5 . 0
(v) PROGMOR 4
Below the mean 5 0 . 0 7 0 . 2 6 7 . 6 62.5 1 0 0 1 0 0
Above the mean 5 0 . 0 2 9 . 8 52.5 57.5 Nil Nil
The figures are given as column percentages for each category of family 
size.
5.2.3.3 Position in Family
Hypothesis IIIc; Pupils who occupy a mid position in the family will report 
the highest positive affect towards school.
The distribution of MAIS groups by Position in Family for the total 
sample and four sub-groups is given in tables 54 and the two collapsed 
MAIS groups in table 55. For the whole sample, those who are only children 
form the highest group scoring above the mean, as do the Tradley twelve to 
thirteen year olds and Progmor fourteen to fifteen year olds. For the other 
two groups it is the oldest who occupy this position. Table 56 gives the 
distribution of School Group populations by Position in Family.
Hypothesis IIIc is not supported.
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TABLE. 54
M.A.I.S. Sub-Groups, Distribution of Sample Population 
fry Position in Family. Controlling for School and Age
(i) TOTAL SAMPLE (N = 501)
M.A.I.S. GROUP OnlyChild
Position in Family 
Oldest Youngest Mid MissingData
I - Lowest 10.7 13.9 19.3 17.9 Nil
n 32.1 30.3 33.0 42.2 Nil
III 46.4 35.2 32.4 28.9 Nil
IV - Highest 10.7 20.5 15.3 11.0 100
(N=2)
(ii) TRADLEY 2 (N =- 104)
I - Lowest 0.0 3.Q 7.1 14,3 Nil
II 0.0 1 1 . 5 19.0 17.9 Nil
III 6 6 . 7 5 0 . 0 38.1 50.0 100.0
(N=2)
IV - Highest 33.3 34.6 35.7 17.9 Nil
(iii) TRADLEY 4 (N n o
I - Lowest 14.3 11.5 21.2 20.9 Nil
II 42.9 23.1 48.5 34.9 Nil
III 42.9 38.5 24.2 23.3 Nil
IY - Highest 0.0 27.0 6.1 20.9 Nil
(iv) PROGMOR 2 (N == 141)
I - Lowest 14.3 12.5 21.1 20.0 Nil
II 42.9 40.6 26.3 44.4 Nil
III 28.6 2 5 . 0 43.9 26.7 Nil
IV - Highest 14.3 21.9 8.8 8.9 Nil
(v) RR0GM0R 4 (N = 147)
I - Lowest 12.5 23.7 27.3 15.8 Nil
II 37.5 39.5 43.2 57.9 Nil
III 50.0 31.6 18.2 24.6 Nil
IV - Highest 0.0 5.3 11.4 1.8 Nil
The figures are given as column percentages for each category of
size.
• TABLE 55
Two M.A.I.S. Categories. Distribution of Sample Population 
by Position in Family. Controlling for School and Age
(i) TOTAL SAMPLE (N = 501)
Position in Family
M.A.I,,S. Scores OnlyChild
42.8
Oldest Youngest Mid MissingData
NilBelow the mean 44.2 52.3 60.1
Above the mean 57.1 55.7 47.7 39.9 100
(ii) TRABLEY 2 (N := 104)
Below the mean Nil 15*4 26.2 32.2 Nil
Above the mean 100 84.6 75.8 6 7 . 8 100
(N=2)
(iii) TRADLEY 4 (N.= 1P2)
Below the mean 57.2 44.6 69.7 55.8 Nil
Above the mean 42.8 65.5 30.3 44.2 Nil
(iv) PR0GM0R 2 (N =5 141)
Below the mean 57.2 43.1 47.4 64.4 Nil
Above the mean 42.9 56.9 52.7 35.6 Nil
(v) PR0GM0R 4 (N = • 142)
Below the mean 50 63.2 70.5 73.7 Nil
Above the mean 50 36.9 29.5 26.4 Nil
The figures are given as column percentages for each category of 
family size.
TABLE 56
and School Groun
Position in Family
School OnlyChild Oldest Youngest Mid
Missing
Data
Tradley 2 5.0 22.7 40.4 3 2 . 0 Nil
Tradley 4 5.4 25.9 3 0 . 0 3 8 . 8 Nil
Progmor 2 5.8 2 5 . 0 40.4 26.9 .9
(N=2)
Progmor 4 6.4 23.9 30.3 39.4 Nil
Tradley (N » 213) 15
(6 .1 )
52
(24.4)
75
(35.2)
71
(33.3)
2
(0.9)
Progmor (N = 288) 15
(5.2)
70
(24.3)
. 101 
(35.1)
1 0 2
(35.4)
Nil
Figures are given as r*;,w percentages for each f a m i l y  category for 
the first four groups, and as r. iw scores with r-.w percentages in 
parentheses for the last two groups.
5.2.3.4 Status of Family Residence
Hypothesis IIId: Pupils living in owner occupied houses will report a higher 
positive affect towards school than those from rented houses.
The distribution of MAIS groups by status of residence for the 
total sample and four sub-groups is given in tables 57 and the collapsed 
two MAIS groups in table 58. Table 59 gives the distribution of School 
Group populations by Status of Family Residence. Taking the total sample, 
those who live in owner-occupied houses score highest as do those in the 
Tradley fourteen to fifteen year old group and the Progmor twelve to 
thirteen year and fourteen -to fifteen year old groups. There is no 
appreciable difference for the Tradley twelve to thirteen year old group.
Hypothesis Illd is supported with the exception of the Tradley twelve to 
thirteen year old group.
• table: 57
M.A.I.S. Sub-Groups, Distribution of Sample Population 
by Status of Family Residence, Controlling for School and A^e
(i) TOTAL SAMPLE (N + 501)
Status of Family Residence
M.A.I.S. Group Owner-Occupied Rented Missing
I - Lowest 13.5 19.3 (N«9)
II 27.9 42.0 (N=15)
III 37.8 28.6 (N=1 1 )
IV - Highest 2 0 . 7 10.1 (n=6 )
Numbers in each 2 2 2 238 41
category (44.3$) (47.5$) (8 .2$)
(ii) TRADLEY 2 (N = 104)
I - Lowest 6 . 0 1 1 . 8 (N=0)
II 16.4 1 1 . 8 (N=1)
III 43.3 52.9 (N=0)
IV - Highest 34.3 23.5 (N=2)
Numbers in each 
category
67
(4.4$)
34
(32.7$)
3
(2.9$)
.) TRADLEY 4 (N = 109)
I - Lowest 13.7 22.7 (N»3)
II 33.3 45.5 (N=3)
III 31.4 20.5 (N=6 )
IV - Highest 2 1 . 6 11.4 (N=2)
Numbers in each 
category
51
(4 6 .8$) •
 ^
o 14
(12.9$
(iv) PROGMOR 2 (N = 141)
I - Lowest 17.8 18.1 (N=3)
II 26.7 4 2 . 2 (N=4)
III 4 0 . 0 30 . 1 (11=4)
IV - Highest 15.6 9.6 (N=2 )
Numbers in each 
category
45
(51.?$)
83
(-58.9$)
13
(9.2$)
TABLE 57 continued
(v) PROGMOR 4 (N = 147)
Status of Family Residence
M.A.I.S. Group Owner-Occupied Rented Missinf;
I - Lowest 18.6 22.1 (H=3)
II 37.3 53.2 (M=7)
III 35.6 20.8 (N=1)
IV - Highest 8 . 5 3.9 (N=0)
Numbers in each 59 77 11
category (40.1$) (5 2 .4$) (7.5$)
The figures are given as column percentages for each category of
family residence.
TABLE 59
Distribution of Sample Population by Status of 
Family Residence and School Group
School Owner-Occupied Rented Missing Data
Tradley 2 (N = 104) 6 4 . 4 32.7 2.9
Tradley 4 (N = 109) 46.8 40.4 15.6
Progmor 2 (N - 141) 31.9 70.9 9.2
Progmor 4 (N = 147) 40.1 52.4 • 7.5
Tradley (N = 213) 118 78 3
(55.4) (36.6 (8.0)
Progmor (N ** 288) 104 160 24
(36.1) (55.6) (8.3)
Figures are given as row percentages for each residence status for the 
first four groups and as ra,w scorps with ro,w percentages in parentheses 
for the last two groups.
TABLE 58
Two M.A.I.S. Categories: Distribution of Sample Population by-
St atus of Family Residence Controlling for School and Age
(i) TOTAL .SAMPLE (N=501) Status of Family Residence 
M.A.I.S. Scores Owner-Occupied Rented Missing Data 
Below the mean 41.4 61.3 (N=24)
Above the mean 58*5 38.7 (N=17)
(ii) TRADLEY 2 (N - 104)
Below the mean 22.4 23.6 (N=1)
Above the mean 77*6 76.4 (N=2)
(iii) TRADLEY 4 (N = 109)
Below the mean 47*0 68.2 (N=6)
Above the mean 53.0 31.9 (N=8)
(iv) PROGMOR 2 (N = 141)
Below the mean 44.5 60.3 (N=7)
, Above the mean 55*6 39.7 (N=6)
JfcL PROGMOR 4 (N = 147)
Below the mean 55*9 75*3 (N=10)
Above the mean 44.1 24.7 (N=1)
Figures are given as_.column percentages for each category of family 
residence.
5.2.3.5 Social Class Concomitants
Ths SPSS Regrsssion Sub-Program was used to obtain a multiple-regression 
analysis to examine relationships between the MAIS scores and other selected 
variables.
Hypothesis Ille states that there will be a positive relationship between 
MAIS Total Scores and the Social Class Concomitants scores. This will be 
greater for Tradley than for Progmor.
Table 60 shows that there is a significant relationship between Social Class 
Concomitants and MAIS scores for the total sample and all sub-group's. Those 
whose fathers are reported as being in the higher Social Classes score 
highest on the MAIS. The highest correlation is for the Tradley fourth 
year pupils, the lowest for the Progmor fourth year pupils.
Hypothesis Ille is supported.
TABLE 60
CORRELATIONS BETWEEN SOCIAL CLASS CONCOMITANTS 
AND MAIS TOTAL SCORES
For Total Sample - 0.27 ** .
Tradley 2 - 0.24 *
Tradley 4 - 0.30 **
Progmor 2 - 0.21 **
Progmor 4 - 0.16 *
* p < .05
* *  p  < . 0 1
5.2.3.6 Parental Support
Hypothesis IIIf: There will be a positive relationship between MAIS Total 
Scores and the Parental Support scores. This will be greater for Tradley 
than for Progmor pupils.
Table 61 shows that there is a significant relationship between Parental 
Support and MAIS scores for the total sample and all sub groups. The greater 
the perceived support the higher are the MAIS scores. This is especially so 
for Tradley 4; it is also more important for Progmor 14-15 year olds than for 
the younger age group.
Hypothesis Illf is supported.
TABLE 61
CORRELATIONS BETWEEN PARENTAL SUPPORT AND MAIS
TOTAL SCORES
For Total Sample - 0.41 **
Tradley 2 - 0.31 **
Tradley 4 - 0.45 **
Progmor 2 - 0.34 **
Progmor 4 - 0.38 **
** p< .01
5.2.4 Effects of School Variables on MAIS Total Scores
5.2.4.1 Rate of Absenteeism
Hypothesis I\/a(i): Pupils with poor attendance records will report lower 
positive affect towards school than those with good records of attendance.
The four categories of absenteeism used were 0 - 5$, 6 - 10$, 11 - 15$ 
and greater than 15$ of the statutory attendance required for the,year 
1973/74. A cross tabulation was made of each category with the four MAIS 
groups. Table 62 shows the distribution for each MAIS group by category 
of absence for the whole sample and four sub-groups. Table 63 shows the 
collapsed figures for the two MAIS groups - those scoring above and below 
the mean. The results show that for the total sample, and for all sub-groups 
except Tradley twelve to thirteen year olds^those with the highest records 
of absenteeism score lowest on the MAIS.
Hypothesis I\Ja(i) is partially supported.
Table 64(b) shows that Progmor has a greater incidence of absenteeism running 
at above the ten per cent level.
Hypothesis I\/a(ii): The degree of absenteeism will be lower in Progmor than 
in Tradley.
This hypothesis is not supported. The difference is in the opposite 
direction from that hypothesised.
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Table 64(b) shows that twelve to thirteen year old pupils in both schools 
have a lower incidence of absenteeism in the greater than ten per cent 
category.
Hypothesis IVa(iii): The degree of absenteeism will be lower for the 12+ pupils 
than for the 14+ pupils.
Hypothesis IVa(iii) is supported.
TABLE 62
DISTRIBUTION OF MAIS SUB GROUPS BY RATE OF ABSENTEEISM 
CONTROLLING FOR SCHOOL AND AGE
(i) Total Sample (N = 501)
Extent of Absenteeism 
MAIS Group 0-5$ 6-10$ ' 11-15$ 15j£
I - Lowest 10.3 21.7 22.2 20.6
II 31.4 37.6 34.7 42.6
III 35.8 30.0 37.5 23.5
IV - Highest 22.5 10.8 5.6 13.2
(ii) Tradley 2 (N = 104) .
I - Lowest 7.9 4.5 8.3 14.3
II 12.7 22.7 25.0 0.0
III 41.3 54.5 58.3 28.6
IV - Highest 38.1 18.2 8.3 57.1
(iii)Tradley 4 (N = 109)
I — Lowest 11.3 25.0 30.8 18.2
II 35.8 37.5 30.8 45.5
III 28.3 25.0 30.8 36.4
IV - Highest 24.5 12.5 7.7
(iv) Progmor 2 (N = 141)
I — Lowest 6.5 25.5 23.5 21.7
II 41.3 36.4 35.3 26.1
III 39.1 25.5 35.3 39.1
IV — Highest 13.0 12.7 5.9 13.0
(v) Progmor 4 (N = 147)
I — Lowest 16.7 22.9 23.3 22.2
42.9 45.8 40.0 66.7
33.3 27.1 33.3 3.7
7.1 4.2 3.3 7.4
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TABLE 63
DISTRIBUTION OF Tliio' MAIS ■ SUB-GROUPS • BY f i f lT £ -Q F
Ae>5eKTEflSM- 'controlling
\r\i »*- ; 
FOR 1 1 : . ' SCHOOL AND AGE s
>15&
(a) total sample (n = 5 0 1 )
M.A.KS. Scores 0 1 Ul
Extent of Absenteeism 
6 - 10£ ' 11 - 15w
Below the mean 41.7 59.5 56.9 6 3 . 2
Above the mean 58.3 40.8 43.1 36.7
(b) 1 TRADLEY 2 (N = 104) .
Below the mean 2 0 . 6 2 7 . 2 33.3 14.3
Above the mean 79.4 72.7 6 6 . 6 85.7
(:c) . TRADLEY 4 (N = 109)
Below the mean 47.2 6 2 . 5 61.5 63.7
Above the mean 72.8 37.5 38.5 36.3
Cd); PROGMOR 2 (N = 141)
Below the mean 47.8 61.9 58.8 47.8
* Above the mean 52.1 38.2 41.2 52.1
(e) PROGMOR 4 (N - 147)
Below the mean 59.6 68.7 63.3 88.9
Above the mean 40.4 31.3 36.7 „ 11.1
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TABLE 64
Distribution of Sample Population 
by Rate of Absenteeism '
a) Four cateqoriee of Absenteeism
Rate , of Absenteeism
School Group 0 - # 6-10$ 11-1 5$
Tradley 2 6 0 . 6 2 1 . 2 11.5 6.7
Tradley 4 4 8 . 6 29.4 11.9 1 0 . 9
2 -rogmor' 2 3 2 .6 ' 39.0 12.1 16.5
Progmor 4 28*6 32.7 . 20.4 18.4
Tradley All (N = 213) 54.5 25.4 11.7 ' 8.5
(116) (54) (25) (18)
Progmor All (N = 288) 3 0 . 6 35.8 16.3 17.4
(8 8 ) (103) (47) (50)
Figures are given as row percentages with raw scores in parenthe;
the last two groups.
b) Two categories of Absenteeism J •
■ Rate* of Absenteeism
School Group 10$ or" less greater than 10$
Tradley 2 (N = 104) 81.8 18.2
Tradley 4 (N = 109) 78.0 22.0
Progmor 2 (N = 141) 71*6 28.4
Progmor 4 (N ~ 147) 61.2 58.8
Tradley (N « 213) 79.9 20.2
Progmor (N « 288) 66.4 33*7
Plgures are given as row percentages for each absence category.
5.2.4.2 Teachers1 Evaluations
Hypothesis IV/b: Those pupils who are evaluated highly by their teachers on 
Ability^ Effort and Behaviour will report a higher positive affect towards 
school than those rated low. Table 65 shows the relationship between 
teaohers,ratings on the pupils* Ability^Effort and Behaviour.
TABLE 65
CORRELATIONS BETWEEN TEACHERS* RATINGS OF PUPILS 
AND MAIS TOTAL SCORES
Teachers* Ratings of Pupils on;
(a) Ability______(b) Effort (c) Behaviour
Total Sample - 0.22 ** - 0.16 * - 0.18 **
Tradley 2 - 0.00 n.s. - 0.09 n.s. - 0.39 **
Tradley 4 - 0.35 ** - 0.20 * - 0.30 **
Progmor 2 - 0.26 ** - 0.66 ** - 0.05 n.s.
Progmor 4 -0.24** -0.27** - 0 . 1 7 *
* p < 0.05
** p < 0.01
n.s. not significant
Only three of the coefficients fail to reach significance level - the 
Traditional second year group on Ability and Effort and the Progressive 
second year group on Behaviour. The teachers* evaluations of Behaviour 
seem, to be most salient for the Traditional second year group, and of 
Ability for the Traditional fourth year group. In contrast both 
Progressive groups appear to be more motivated by the teachers* evaluations 
of the Effort they put into their work at school. For these two groups 
Ability ratings take preference over Behaviour ratings.
Hypothesis 11/b is supported with the exception of the Tradley second year 
group for Ability and Effort and the Progmor second year group for 
Behaviour.
5.2.4.3 Level of Ability
Hypothesis IVc: Those pupils with higher ability scores as determined
by HSPQ Factor B will report more positive affect towards school than those
with lower scores.
Table 66 shows that the relationship between Ability and MAIS scores is
significant at the five per cent level for all groups except Tradley 2 and
Progmor 4. The highest correlation is for the fourth year pupils at the
Traditional school, and the lowest for the second year pupils at the same
school; there is also a low correlation for the fourth year group at the 
Progressive school.
Hypothesis I\/c is only partially supported.
TABLE 66
CORRELATIONS BETWEEN LEVEL OF ABILITY (HSPQ FACTOR 
B SCORES) AND MAIS TOTAL SCORES
0.13 *
0.10 n.s.
0.23 *
0.16 *
0.11 n.s.
* p< 0.05
n.s. not significant
5.2.4.4 Attainment Scores
Hypothesis IVd: Those pupils will higher Attainment scores will report more 
positive affect towards school than those with lower scores.
TABLE 67
CORRELATIONS BETWEEN ATTAINMENT SCORES (MATHEMATICS 
EXAMINATION MARKS) AND MAIS TOTAL SCORES
Total Sample 
Tradley 2 
Tradley 4 
Progmor 2 
Progmor 4
0.18 ** 
0.09 n.s. 
0.35 ** 
0.1B * 
0.01 n.s.
* p < 0.05
** p<0.01
n.s. not significant
Total Sample 
Tradley 2 
Tradley 4 
Progmor 2 
Progmor 4
Table 67 shows that the relationship between Attainment Scores and MAIS 
scores is significant at the one per cent level for the total sample 
and the fourth year pupils at the Traditional school, and significant 
at the five per cent level for the second year pupils at the Progressive 
school, but not significant for the Traditional second year group and 
the Progressive fourth year group. For these two groups neither Level 
of Ability nor Attainment scores seem to be important mediators for 
commitment to school. For the other two groups attainment in mathematics 
seems to be a more significant predictor than Level of Ability as 
determined by HSPQ Factor B.
Hypothesis IVd is only partially supported.
5.2.5 Effects of Personality Characteristics on MAIS Total Scores
The HSPQ questionnaire was administered under similar conditions to 
the MAIS questionnaire, the remission rate due to absences and spoiled 
responses was of a similar order. The British standardisation data developed 
by Saville and Finlayson (1973) was used to standardise scores. Second 
Order Factor Scores were obtained by using the suggested weights and constants 
given in the Handbook (Cattell, 1969, p. 41) (see appendix 10.5). The 
arithmetical calculations were performed with the SPSS sub programme COMPUTE. 
Correlation co-efficients between First and Second Order Factors and MAIS 
scores were obtained and are given in table 68. The personality determinants 
of high MAIS scores derived from this table are summarised below:
5.2.5.1 First Order Factors: Hypothesis \Ja
The differential effects of HSPQ First Order Factors on MAIS Total 
Scores, by Ethos and Age are as follows:
Factor A The more warm-hearted in Progmor score higher on MAIS,
Tradley 4 slightly less so, and for Tradley 2 and Progmor 4 
there is no significant relationship.
Factor B Significant for Tradley 4 and Progmor 2 only.
Factor C Significant for Progmor 4 only, and only at the ten per cent
level.
Factor D Significant for Tradley 2 and Tradley 4. The most undemonstrative 
score highest on MAIS.
Factor E Significant for all four groups, but for Tradley 2 in the 
opposite direction, the most assertive scoring highest.
Factor F Significant for both fourth year groups, the most sober scoring 
highest on the MAIS. For Tradley 2, it is the most enthusiastic 
who score highest, but the level of significance is only at ten 
per cent.
Factor G Significant for all four groups.
Factor H Significant for Tradley 2 only, the most adventurous score highest
on MAIS.
Factor I Significant for all groups, but only at the ten per cent level 
for Progmor 4. The most tender-minded score highest on MAIS.
Factor 3 Significant at the one per cent level for Tradley 2. The most 
circumspect individualists score highest on MAIS. The trend 
is in the opposite direction for the other three groups.
Factor 0 Significant for the two Tradley groups only, but in opposite 
directions. The high MAIS scorers in Tradley 2 are the most 
apprehensive, but in Tradley 4 they are the most self-assured.
Factor Q2 Significant at five per cent level for Tradley 2, but only at 
ten per cent level for Progmor 4. The most self-sufficient 
score highest on MAIS.
Factor Q3 Significant for all four groups. The most controlled are the 
highest scorers on MAIS.
Factor Q4 Significant for Tradley 2 only, the most tense scoring highest 
on MAIS.
Tradley 2 pupils appear to be a unique group. Those most committed to 
school are those who are Undemonstrative, Assertive, Conscientious, 
Adventurous, Tender-minded, Circumspect (reflective, internally restrained), 
Apprehensive, Self-Sufficient, Controlled and Tense. They differ from the 
other groups on the Assertive, Circumspect, Apprehensive and Tense dimensions. 
The scoring on the Assertive and Adventurous traits are out of character.
The rest of the profile suggests restrained conforming types, anxious to 
please and to do well. The two fourth year groups are differentiated on 
Factqr F, the most Sober being most committed to school. Factors D and 0
differentiate Tradley pupils from Progmor pupils. At Tradley the most
Undemonstrative score highest. For Factor 0 there is a scoring from the 
most Self Assured to the most Apprehensive being most committed to school.
Hypothesis \Ja is only partially supported.
5.2.5.2 Second Order Factors - Hypothesis Wb
The differential effects of HSPQ Second Order Factors on MAIS Total 
Scores by Ethos and Age are as follows:
Factor QI At.Progmor 4, the most Introverted score highest on MAISjfor the
other three groups the trend is in the same direction, but
reaches a significance level of ten per cent for Tradley 4 and 
Progmor 2, and is not significant for Tradley 2.
Factor QII Significant for all groups, for Progmor 2 at the ten per cent
i
level only, for Progmor 4 at the five per cent level, and for 
the two Tradley groups at the one per cent level.
Factor QIII Significant for all groups, the high MAIS scorers on all groups 
are those who are Tender-minded emotionally.
Factor QI\J For none of the groups is this factor significant in relation 
to MAIS scores.
A general profile emerges across the four groups. Those who are more 
Introverted, Adjusted and Tender-minded have more positive attitudes to 
school.
Hypothesis \lb is not supported.
TABLE 68
--The Correlation between Personality Factors and MAIS Total
Score3. Controlling for School and Agee
HSPQ
First Order Factors
Sub-Groups
Tradley 2
1
A Reserved-Warmhearted O.OQns 6.16+ 0.20* -0.06ns
B Dull-Bright -0.09ns 0.21* 0.16* 0.11ns
C Affected by Feelings 
-Emotionally Stable -0.09ns 6.03ns 0.00ns o o +
D Undemonstrative- 
Excitable -0.26** -0.22* 0.03ns -0.03ns
E Obedient-Assertive 0.23* -0.18* -6.26** -0.16*
F Sober-Enthusiastic 0.18+ -0.20* -0.08ns -0.28**
G Disregards Rules- 
Conscientious 6.36** 0.53** 0.30** 0.54**
H Shy-Adventurous 0.33** 0.08ns -0.00ns -0.06ns
I Tough-Tenderminded 0.37** 0.32** 0.21** 0.15+
J Zestful-Circumspect
Individualism 0.32** -0.16+ -0.04ns -0.02ns
0 Self-sssured-Apprehensive 0.27* -0.27* -0.10ns -0.15+
Q2 Socially Gp-Dependent- 
Self-Sufficient 0.27* -0.06ns -0.08ns 0.13+
Q3 Uncomtrolled-Controlled 0.42** 0.38** o.19* 0.23**
Q4 Relaxed-Tense 0.29* -0.13ns 0.05ns 0.04ns
Second Order Factors 
QI Introversion-Extraversion -0.10ns -0.17+ -0.14+ -0.32**
Oil Adjustment-Anxiety -0.35** -0.37** -0.15+ -0.22*
QIII Tenderminded-Eraotion- 
ality-Tough Poise -0.31** • -0.42** -0.35** -0.22*
QIV Subduedness-Independence -0.02ns -0.10ns -0.12ns 0.03ns
+ : p 0.1 * : p 0.05 ,.** : p 0.01 ns : not significant
5.2.6 Effects of Middle School Origin on MAIS Total Scores
Hypothesis VI: Pupils will shore more positive affect towards school where
congruence in ethos exists between feeder middle school and subsequent 
secondary school.
The scores of 12-13 year olds on MAIS were examined in conjunction with 
the Middle School origin. Table 69 gives the breakdown of data.
TABLE 69
DISTRIBUTION OF MAIS CATEGORIES BY MIDDLE SCHOOL
F eeder Middle Schools
Tradley 2 A B C Others P R
MAIS Groups
I - Lowest 9.5 9.1 8.7 0.0 0 0
II 9.5 25.0 4.3 14.3 0 0
III 23.8 45.5 56.5 57.1 0 100
IV - Highest 57.1 20.5 30.4 28.6 100 0
Below the mean 19.0 34.1 12.0 14.3 0 100
Above the mean 80.9 66.0 86.9 85.7 100 0
Feeder Middle Schools
Proqmor 2 P Q R S Others
MAIS Groups
I - Lowest 20.0 20.0 23.5 7.9 30.8
II 30.0 31.4 29.4 50.0 30.8
III 35.0 34.3 35.3 36.8 15.4
IV - Highest 15.0 14.3 11.8 5.3 23.0
Below the mean 50.0 51.4 52.9 57.9 61.6
Above the mean 50.0 48.6 47.1 42.1 23.0
Figures given ■as column percentages for each MAIS icategory •
Those pupils with most positive affect at Tradley, originated from Middle 
School C, a more ‘middle of the roadr school. Those with the least positive 
affect originated from the more *middle classf middle school B. At Progmor, 
there is little differences in response from those pupils originating from 
the three middle schools, P, Q and R; these are very similar in ethos with 
each other and with Progmor. The lowest scores are made by those pupils 
coming from middle school S, the more traditional school less in sympathy 
with the aims and philosophy of Progmor. Hypothesis VI is only partially. . ■
5.2.7 Effects of Future Expectations on MAIS Total Scotbs
5.2.7.1 Pupils* Expectations
Hypothesis Vila; Pupils who express a wish to continue longest in full-time 
education will report the greatest positive affect towards school.
The data relating to Pupils* Preferred Leaving Age was sorted into five 
categories, viz:
Don*t know, or Leave Now
Leave at 16
Leave at 17
Leave at 18
Leave beyond 18
The correlations between Preferred Leaving Age and MAIS Total Scores were 
computed and are given in table 70.
TABLE 70
CORRELATIONS BETWEEN PUPILS1 PREFERRED LEAVING AGE AND
MAIS TOTAL SCORES
Total Sample - 0.28 **
Tradley 2 - o.i6 a
Tradley 4 - 0.37 **
Progmor 2 - 0.25 **
Progmor 4 - 0.23 **
a p< 0.10
* p <0.05
** p < 0.01
All the correlations with the exception of Tradley 2 are significant at 
the one per cent level. Hypothesis Vila is supported.
5.2.7.2 Perceived Parents* Expectations
Hypothesis V/IIbs Pupils who perceive their parents as wishing them to 
continue longest in full-time education will report the greatest positive 
affect towards school.
The data relating to Perceived Parents* Preferred Leaving Age was
sorted into the same five categories as those used for Pupils* Preferred 
Leaving Age. The correlations between Perceived Parents* Leaving Age and 
MAIS Total Scores were computed and are given in table 71.
TABLE 71
CORRELATIONS BETUJEEN PERCEIVED PARENTS* PREFERRED 
LEAVING AGE AND MAIS TOTAL SCORES
Total Sample 
Tradley 2 
Tradley 4 
Progmor 2 
Progmor 4
* p< 0.05
** p<0.01
All the correlations are significant at at least the five per cent level. 
Hypothesis Vllb is supported.
- 0.32 **
- 0.37 **
- 0.32 **
- 0.19 *
- 0.30 **
5.3 Analysis of Interaction Effects - Motivation 
and Attitudes Study
To achieve a meaningful interpretation of interaction effects, the 
data was subjected to analysis using the Automatic Interaction Detector 
(AID) computer programme through the University of London Computer Centre 
(UCL). This is a generalised data analysis program which uses Analysis of 
Variance techniques to explain as much of the variance of a given dependent 
variable as possible. The computer programme selects the optional 
combinations of explanatory variables. (See appendix S2 for a description 
of the programme).
5.3.1 Interaction Effects of Nineteen Selected Variables
To obtain some appraisal of interaction effects the Total MAIS Scores 
for all subjects and the scores on nineteen selected variables were 
analysed, using the AID computer programme. Tree Diagrams built up from 
the computer output are given in figure 7. This gives information about 
successive binary splits which achieve the maximum reduction in the 
unexplained sum of squares. For each split the group identification number 
is given, the identification of the ®parent! group from which it was split, 
identification of the variable used in the splitting and the classes of the 
partitioning variable forming the group. The number in the group and group 
mean are also recorded. Table 72 gives a description of the characteristics 
of the terminal groups listed in rank order of their means. For the whole 
sample, the most committed are shown as being Adjusted, Tender-minded and 
experiencing a high degree of Parental Support; the least committed are 
shown as being Tough minded and experiencing less Parental Support.
An examination of the analysis for the sub-groups shows that for 
Tradley twelve to thirteen year olds the highest scorers are those who have 
already decided to continue education beyond the age of eighteen; the lowest 
scorers are those who are Outgoing and who are less committed to continuing 
education. Possibly the restrictive, academically-orientated Ethos is not 
for them. For Progmor twelve to thirteen year olds, the most 
committed are those experiencing a high degree of Parental Support; the 
least committed are those scoring high on the HSPQ Second Order Factor
,Tough Poise* who have less Parental Support. For Tradley fourteen to 
fifteen year olds, the most committed, like Progmor twelve to thirteen 
year olds, are those experiencing a high degree of Parental Support, the 
least committed are those scoring low in Mathematics and experiencing less 
Parental Support. For Progmor fourteen to fifteen year olds, the most 
committed are those who intend to continue in education beyond the 
statutory leaving age and, for most of them, those whose parents live in 
owner-occupied semi-detached houses, or rented semi-detached houses; the 
least committed are those who intend to leave school as soon as possible 
and who are rated low on Effort by their teachers.
Figure 7ft, Tree Diagram Interaction Effects of Nineteen Selected Variables f 
with MAIS Total Scores, Total Sample (N = 501) ... / • v ; ,v. *-
GROUP \
Mean 172*20 
Range 43 *4-4 
N = 50l
GROUPS
Mean 174-41
Range, 44*22>
N=* 131
Rarenfcal
Support
GROUP 2 GROUP S
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SupportMean 161*41 
Rarge 44*66
/p /faugh Poise Mean 149*64 
Range 41 *£>9(6-10)
. N = 331 M - 200
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Me*n 12b % ■ . -• *’ ‘rf »y Viv*’ . *! Mean 176*14
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. ' j * / 
' -*oC/
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Sta
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/\J 5» 157 ■> ' • , W-Vi.. -L*:-*V.-* • ' N  = I29
GROUP3 TendGr-rrundft GROUP 44* Adjust­ment
&R(iupao 4, . ‘ GRDUP 2fe
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TABLE 72
INTERACTION EFFECTS OF NINETEEN SELECTED VARIABLES 
WITH MAIS TOTAL SCORES. CONTROLLING FOR SCHOOL AND AGE 
CHARACTERISTICS OF TERMINAL GROUPS
(i) Total Sample (N = 501)
Terminal Group
Group No. Mean
(MAIS)
20 232.09 Parental Support, High, Tender-minded Emotionality,
Adjustment.
27 217.16 Parental Support, High, Tender-minded Emotionality,
Anxiety, Status of Family Residence (chiefly 
owner-occupied).
25 206.12 Parental Support, Mid and Lou, Tender-minded
Emotionality, Adjustment, Social Class (Professional 
and Skilled Manual).
26. 195.58 Parental Support, High, Tender-minded Emotionality,
Status of Family Residence, (chiefly rented).
13 188.97 Parental Support, Mid and Lou, Tender-minded
Emotionality, Anxiety, Future Expectations High.
24 183.46 Parental Support, Mid and Lou, Tender-minded
Emotionality, Adjustment, Social Class (chiefly 
Professional and Skilled Non-manual).
15 178.03 Parental Support, High, Tough Poise.
10 176.14 Parental Support, Mid and Lou, Tough Poise,
Parental Support, Mid, Introversion.
19 169.66 Parental Support, Mid and Lou, Tender-minded
Emotionality, Anxiety, Future Expectations, Mid 
and Lou, Absenteeism, High and Lou.
17 166.43 Parental Support, Mid and Lou, Tough Poise,
Parental Support, Mid, Extraversion, Status of 
Family Residence, ouner-occupied.
22 150.86 Parental Support, Mid and Lou, Tough Poise,
Parental Support, Mid, Extraversion, Status of 
Family Residence, rented, Subduedness.
18 148.10 Parental Support, Mid and Lou, Tender-minded
Emotionality, Anxiety, Future Expectations, Mid 
and Lou, Absenteeism, Mid.
23 136.06 Parental Support, Mid and Lou, Tough Poise,
Parental Support, Mid, extraversion, Status of 
Family Residence, rented, Independence.
8 126.86 Parental Support, Mid and Lou, Tough Poise,
Parental Support, Mid.
Terminal
Group l\lo. Mean 
(ii) Tradley 2 (N = 104)
TABLE 72 (continued) 
Characteristics of Terminal Groups
3 237.55
4 200.93
5 173.66
(iii) Tradley 4 (l\I == 109)
3 213.42
5 171.60
4 136.20
(iv) Proqmor 2 (l\l = 141)
3 197.00
7 183.57
6 160.37
5 137.64
M Proqmor 4 (l\l = 147)
7 190.16
8 163.67
9 144.81
5 125.63
Future Expectations High
Future Expectations, Mid and Lou/, Introversion 
Future Expectations, Mid and Low, Extraversion
Parental Support High
Parental Support, Mid and Low
Parental Support, Mid and Low, Mathematics 
Mark Low
Parental Support High.
Absenteeism, High and Low, Tender-minded 
Emotionality, Parental Support, Mid and Low, 
Tender-minded Emotionality, Absenteeism, High 
and Low
Parental Support, Mid and Low, Tender-minded 
Emotionality, Absenteeism, Mid and Low.
Parental Support, Mid and Low, Tough Poise.
Future Expectations, High and Mid, Status of 
Family Residence (chiefly owner-occupied).
Future Expectations, Low, Teachers* Rating on 
Effort High, Introversion.
Future Expectations Low, Teachers* Rating on 
Effort High, Extraversion.
Future Expectations Low, Teachers* Ratings on 
Effort, Low.
5.3.2 Interaction Effects of Horns Variables
Interaction effects of home variables on MAIS Total Scores were examined 
by means of the AID computer programme. The independent variables under 
consideration were: Social Class, Family Size, Position in Family, Status 
of Family Residence, Parental Support and Class Concomitants. The 
characteristics of the terminal groups are given in table 73. The highest 
MAIS scorers of the Tradley twelve to thirteen year old group were those 
scoring highly on the Class Concomitants Scale and experiencing strong 
Parental Support. The lowest scoring group were those scoring low on the 
Class Concomitants variable. Strong Parental Support differentiated the 
high scorers in the two groups, Tradley fourteen to fifteen year olds and 
Progmor twelve to thirteen year olds. Less strong Parental Support 
differentiated the former group but additional factors in the latter group 
were Status of Family Residence (own semi-detached, rented terraced and 
rented semi-detached) and the Smaller Family (three or less children in the 
family). For Progmor fourteen to fifteen year olds, the highest scoring 
group was that in which a majority scored high in the positive direction 
on the Class Concomitants variable and who lived in owner-occupied or 
rented semi-detached houses. The lowest scoring group was that in which 
there were scores in the negative direction on the Class Concomitants 
variable and where most of the pupils came from families with two or three 
children.
239.
Table 73
Interaction Effects of Home .Variables on
MAIS Total Scores. Controlling for School and Age
TRADLEY '2 (N - 1 0 4 )
Terminal 
Group No.
5
Group
Mean
(m a i s)
226.29
Characteristics of Terminal Groups
Class Concomitants,High and Mid, Parental 
Support,High and Mid
4 201.77 Class Concomitants, High and Mid, 
parental Support,Mid
2 186.95 Class Concomitants, Mid and Low
TRADLEY 4 (N = 1 0 9)
3 215.42 Parental Support* High
7 1 7 2 . 0 0 Parental Support,Mid and Low, Parental 
Support, Mid, Status of Family Residence, 
chiefly owner-occupied
6 149.80 Parental Support, Mid and Low, Parental 
Support,Mid, Status of Family Residence, 
chiefly rented
4 137.74 Parental support, Mid and Low, Parental 
Support, Mid and Low
PROGMOR 2 (N » 141)
.3 197.00 Parental Support, High
5 171.81 Parental Support, Mid and Low, Status of 
Family Residence, chiefly owner-occupied
7 1 6 8 . 1 2 Parental Support, Mid and Low, Status 
of Family Residence, chiefly rented
6 15 2 . 2 1 Parental Support, Mid and Low, Status of 
Family Residence, chiefly rented, Size of 
Family, none or one sibling
PROGMOR 4 (N = 1 4 7 )
7 179.55 Class concomitants, chiefly Mid, Status od 
Family Residence, chiefly owner-occupied
5 161.85 Class concomitants, Mid, Size of Family, 
chiefly two siblings
6 1 5 2 . 2 6 Class concomitants, chiefly mid, Status oJ 
Family Residence, chiefly rented
4 137.45 Class concomitants, mid^ Size of Family, 
one sibling
5.3.3 Interaction Effects of School Variables
Interaction effects of School Variables on MAIS Total Scores were 
examined by means of the AID Computer Programme. The independent variables 
under consideration were: Pupils* Future Expectations, Parents* Perceived 
Future Expectations, Rate of Absenteeism, Level of Ability as determined 
by HSPQ, Factor B, Attainment Score as determined by the Mathematics Marks 
and Teachers* Ratings for Ability, Effort and Behaviour. The characteristics 
of the terminal groups are given in table 74.
The independent variable, Pupils* Future Expectations, differentiated 
the highest scores on the MAIS for all four school groups. They were those 
who intended to stay on beyond the statutory leaving age, and for a majority, 
those who intended to continue into further education. The numbers were:
Pupils* Future Expectations also differentiated the lowest scoring groups 
in all four sub-groups. An important additional influence for Tradley 4 
was low performance in Mathematics, for Progmor 2,for some,it was a belief 
that parents wanted them to leave school as early as possible, while for 
others,it was lack of knowledge about parents* wishes and,in addition,a 
low Teacher*s Rating for Effort.
Tradley 2 
Tradley 4 
Progmor 2 
Progmor 4
29
15
13
10
Table 74
Interaction Effects of School Variables on
MAIS Total Scores. Controlling for School and Age
TRADLEY 2 (N = 104)
Terminal 
Group No,
3 
5
4
Group Mean 
(M.A.I.S.)
237.55
198.47
175.53
Characteristics of Terminal Group
Pupils* Future Expectations, High 
Pupils* Future Expectations, Mid and Low 
Pupils* Future Expectations, Mid and Low
83SAPLEY 4 (N = 109)
194.45
176.96
131.74
Pupils* Future Expectations* High and Mid
Pupils* Future Expectations, Low, 
Mathematics Marks, High
Pupils* Future Expectations, Low 
Mathematics Marks, Low
PROGMOR 2 (N = 141)
3 1 9 0 . 6 4
6 182.11
7 1 5 7 . 0 0
4 147.10
PROGMOR 4 (N = 147)
7 178.68
6 167.48
9 159.34
8 144.15
5 125.65
Pupils* Future Expectations, High and Mid
Pupils* Future Expectations, Mid and Low, 
Parents* Perceived Future Expectations, 
chiefly High and Mid, Teachers* Ratings 
on Ability, High
Pupils* Future Expectations, Mid and Low, 
Parents* Perceived Future Expectations, 
chiefly High and Mid, Teachers* Ratings 
on ability, Low
Pupils* Future Expectations, Mid and Low, 
Perceived Parents* Expectations, chiefly low
Pupils*
Pupils*
Pupils*
Pupils*
Pupils* 
Ratings 
or Mid
Pupils* 
Ratings 
or High
Pupils*
Ratings
Future Expectations, High or Mid, 
Future Expectations, High or Mid
Future Expectations, High or Mid, 
Future Expectations, Mid
Future Expectations, Low, Teachers* 
on Effort, High, Absenteeism, Low
Future Expectations, Low, Teachers* 
on Effort, High, Absenteeism, Mid
Future Expectations, Low, Teachers* 
on Effort, Low
5.3.4 Interaction Effects of Personality Characteristics
The tree diagrams derived from First Order and Second Order Factors are 
given in figures 8 and 9 respectively; the characteristics of terminal 
groups are given in tables 75 and 76 respectively. When interaction effects 
are taken into account, the most important determining variable, explaining 
most of the variance for all groups, is factor Cr; Conscientiousness. For 
Progmor 2;Factor E+, Obediencejis also important as is Factor B+, Brightness, 
for Progmor 4. Looking at Second Order Factors, Factor QIII^  Tender-minded 
Emotionality^is the most important factor for Tradley 4 and Progmor 2,
Factor QII; Adjustment,for Tradley 2 and Factor QI^Introversion, for
Progmor 4. An examination of the characteristics of the least committed 
shows that for First Order factors for all groups it is Factor G-,
Disregards Rules,that is most important. Being Excitable (D+) is also 
important for Tradley 2, being Reserved (A-)^and Dull (B-)jfor Tradley 4 
and being Tough-minded (l~) for Progmor 2. When Second Order Factors are 
considered, the more Anxious of those with Tough Poise are the least 
committed in Tradley 4 and Progmor 2. In Tradley 2 it is the more Independent, 
of the Anxious ones who are least committed, while in Progmor 4 it is the 
Extraverted ones with Tough Poise. A summary is given in table 77.
TABLE 7?
SUMMARY OF PERSONALITY CHARACTERISTICS DIFFERENTIATING THE MOST
AND LEAST COMMITTED,BY SCHOOL AND AGE
Tradley 4 Conscientious 
(G+)
Tradley 2 Conscientious Adjustment 
(G+)
Most Committed
1st Order 2nd Order
Factors, HSPQ Factors, HSPQ
Tender-minded
Emotionality
Least Committed
1st Order 
Factors, HSPQ
Disregards 
rules (G-)
Excitable (D+)
Disregards rules 
(G-)
Reserved (A-) 
Dull (B—)
2nd Order 
Factors. HSPQ
Anxiety
Independence 
Tough Poise 
Anxiety
Progmor 2 Conscientious
(g+)
Obedient (E-)
Tender-minded
Emotionality
Disregards rules Tough poise 
Anxiety
Tough-minded (I-)
Progmor 4 Conscientious Introversion 
(G+)
Bright (B+)
Extraversion
Fi
gu
re
 
8A
, 
Tr
ee
 
Di
ag
ra
m,
 
In
te
ra
ct
io
n 
Ef
fe
ct
s 
of
 
HS
PQ
 
Fi
rs
t 
Or
de
r 
Pe
rs
on
al
it
y 
Fa
ct
or
s
243.
CM
>
CD
rH
TJCOU
CO
CD
UOG
CD
CO
•PO
H-
cn
sz
-p
•H3
0) IDa .
Ifl rflo 
to 'o
to
CO0mmsz
-pc0u0
Q.
C
• H
C  ' 
0
•Hcn
-p
• H
i—I
CL
0
SZ « o 
0 
0
U
oU-
0 
0 
I—I
XI
0
• HU
0
>
tp
O
0
0
D
rH
0>
T J
0
T J  ••
O
CJ *
ne 
fu
rt
he
r 
sp
li
tt
in
g 
po
ss
ib
le
Fi
gu
re
 
8B
, 
Tr
ee
 
Di
ag
ra
m,
 
In
te
ra
ct
io
n 
Ef
fe
ct
s 
of
 
HS
PQ
 
Fi
rs
t 
Or
de
r 
Pe
rs
on
al
it
y 
Fa
ct
or
s 
uj
it
h
244.
<n 2  Z.
\n oo »0 (0 —
0- f'. »o
0 c
§ , "
C3
cn
o
>
CD
rH
TJ
cou
CO
<DUOCJ
CD
rH
CD
-PO
H
CD
OZ ^  co
2 <2 2
Co
de
d 
va
lu
es
 
of 
va
ri
ab
le
s 
fo
r 
ea
ch
 
sp
li
t 
gi
ve
n 
in 
pa
re
nt
he
se
s.
 
* 
: 
no 
fu
rt
he
r 
sp
li
tt
in
g 
po
ss
ib
le
.
245.
0
p
o
•p
o
(0
L_
>
•P
•H
i—1
00
c
o
(0
p
(D
CL
P
0
TJ
P
O
-P
0
P
•H
U. ✓—\
r—I
car St
CL rH
cn
X I
Q- X
O
(0 CM
-P
O P
(D O
C*- E
<*- cn
LJ o
p
c CL
o
•H e<
-P 0
o 0
CO p
p o
0 CJ
-p cn
c
1—1 rH
ro* -p
E o
CO h-
p
CT cn
CO t-H
•H eC
Q e:
0 sz
0 +3
P • H
1- 3
V
C_D
CD
0
P
d
a
• H
Li_
in
0  ^ O C  Z0  H
fO s s
§  8 g “§ 2 o 2 z
0
0
0
0
X
-P
c .
0
p
0
CL
C
•H
C
0
>
•H
cn
-p
•H
rH
0.
0
SZ •
u 0
0 rH
0 XI
•H
p 0
o 0
C*- O
CL
0
0 cn
1—1 c
XI •H
0 •p
•H -p
P •H
0 i—1
> CL
0
U-
O P
0
0 SZ
0 +J
D p
iH 3
0 4-
>
O
TJ tZ
0
TJ • •
□
CJ *
Fi
gu
re
 
8D
, 
Tr
ee
 
Di
ag
ra
m,
 
In
te
ra
ct
io
n 
Ef
fe
ct
s 
of
 
HS
PQ
 
Fi
rs
t 
Or
de
r 
Pe
rs
on
al
it
y 
Fa
ct
or
s
246.
r-
p
o
ECTO
P
D.
CO
Q)
POG
cn
H
co
-p
o
t-
cni—i
eE
jr
-p•H
3
\0
O. -  o) £i 
2 £Q  i C I,
r> to
Qj O
VQ 00IO
m
co
CD
CO
CD
SZ
-pc
CD
P
CO
GL
C
•rH
C
CD>•Hcn
•p
•H
rH
OL
CO
SZo
CO
CD
PO
Cp
co
CD 
rH  J3 
CO 
•H 
P  
CO ■ >
Cp
Q
CO
CD
3
rH
CO
>
TJ
CD
TJ□
CJ
CD
rHX3
•H
CO
COQ
Q.
CO
C
•H
-P
-P
•H
iH
CL
CO
P
CD
SZ
-p
p
3
Cp
Oc
TABLE 75; ’' Interaction Effects of First Order Factors II. S.P.O.
v/ith M.A.I.S. Total Scores, Controlling for School and Age
TRADLEY 2 (N = 104)
Terminal Group Mean Characteristics of Terminal Group
Group No. (M.A.lTsT)
t 238.72 Conscientious
4 209*61 Disregards rules, undemonstrative
5 183.41 Disregards rules, excitable
TRADLEY 4 (N = 109)
3 205.52 Conscientious
5 173«39 Disregards rules, Warm-hearted
7 152.35 Disregards rules, Reserved, Bright ■
6 137*08 Disregards rules, Reserved, Dull
-ERDGMOR 2 (N = 141)
4 194,14 Conscientious, Obedient
5 1 7 6 . 4 6 Conscientious, Assertive
7 167.35 Disregards rules, Tender-minded
6 148.51 Disregards rules, Tough-minded
PROGMOR 4 (N = 147)
9 186.36 Conscientious, Bright
8 1 7 6 . 4 0 Conscientious, Dull
7 153.94 Disregards rules, Conscientious, Tense
6 141.25 Disregards rules, Conscientious, Relaxed
4 126.40 Disregards rules
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TABLE 76
INTERACTION EFFECTS OF SECOND ORDER FACTORS HSPQ 
WITH MAIS TOTAL SCORES. CONTROLLING FOR SCHOOL AND AGE
Characteristics of Terminal Groups
Terminal Group Mean 
Group No. (MAI'S)
Tradley 2 (N = 104)
2 190.57 Adjustment
4 208.51 Anxiety, Subduedness
5 181.74 Anxiety, Independence
Tradley 4 (N = 109)
2 190.57 Tender-minded Emotionally
4 158.46 Tough Poise, Adjustment
138.24 Tough Poise, Anxiety
Proqmor 2 (N = 141)
2 191.69 Tender-minded Emotionally
4 181.36 Tough Poise, Adjustment
6 159.5 Tough Poise, Anxiety, Tender-minded
7 147.9
Emotionally
Tough Poise, Anxiety, Tough Poise
Proqmor 4 (N = 147)
2
4
5
176.85
161.96
140.30
Introversion
Extraversion, Tender-minded Emotionally 
Extraversion, Tough Poise
5.4 Multiple Regression Analysis of Interaction
Effects. Motivation and Attitudes Study
The data was also subjected to Multiple-Regression Analysis, using the 
SPSS Subprogram Regression^to obtain a linear combination of independent 
variables which would correlate as highly as possible with the dependent 
variable. Stepwise regression was employed to obtain the fewest 
independent variables which would offer the best prediction. Summary tables 
of the Computer Output are available for inspection for the total sample and 
four sub-groups. The missing data option invoked was that in which all 
cases for which there was missing data on any variable were automatically 
eliminated from all the calculations. Thus the means of all the variables 
entering into the regression were based on the same universe of data.
5.4.1 Interaction Effects of Eighteen Selected Variables
lilith MAIS Total Scores as the dependent variable, the programme was 
run weith eighteen selected independent variables. The technique chosen 
for dealing with missing data reduced the number of viable cases to 401 
for the total sample. The regression equation obtained from the analysis 
is given below, the variables being given in the order in which they were 
entered in. The best predictor appears first; the second independent 
variable added is the one that provides the best prediction in conjunction 
with the first one. This process continues with the optimum variable 
selected at each step, given the other variables in the equation. The 
regression equation for the total sample is given in table 78.
TABLE 78
MAIS REGRESSION EQUATION - TOTAL SAMPLE (l\) = 401)
MAIS Tatal Score = - 7.67 Parental Support
- 5.23 HSPQ Second Order Factor Tender-minded
Emotionality/Tough Poise
- 5.06 HSPQ Second Order Factor Adjustment/Anxiety
- 2.57 HSPQ Second Order Factor Introversion/
Extraversion
- 1.37 Status of Family Residence
254.
5.68 Size of Family
- 6.22 Position in Family
- 5.20 Teachers* Rating on Ability
6.82 Teachers* Rating on Effort
- 3.93 Teachers* Rating on Behaviour
- 4.63 Pupils* Future Expectations
+ Constant 319.97
This combination of variables accounts for 40.1 per cent of the variance. 
Inclusion of the other variables would only account for a further 1.1 per 
cent. This analysis confirms the findings emerging from the AID analysis.
The most important predictors of school commitment for the Total Sample 
are the first four variables listed. These account for 35.7 per cent of 
the total variance.
The regression equation for Tradley 2 is given in table 79. The number 
of viable cases entered into the analysis was reduced to 89 because of missing 
data.
TABLE 79
MAIS REGRESSION EQUATION - TRADLEY 2 (l\J = 89)
MAIS Total Score = - 16.42 Pupils1 Future Expectations
- 9.31 HSPQ Second Order Factor/Adjustment/
Anxiety
- 0.56 Mathematics Mark
- 7.20 Social Class
- 6.54 Position in Family
+ Constant 389.62
This combination of variables accounts for 36.6 per cent of the variance. 
Inclusion of the other variables would only account for a further 3.7 per 
cent. The first predictor confirms the findings obtained from the AID 
Analysis, but the HSPQ Second Order Factor Adjustment/Anxiety replaces that 
of Introversion/Extraversion as the second most important predictor. The 
AID analysis did not proceed beyond this point. The regression equation 
for Tradley 4 is given in table 80. The number of cases was reduced to 73 
for this group, due to missing data.
TABLE 80
MAIS REGRESSION EQUATION - TRADLEY 4 (N = 73)
MAIS Total Score = - 8.17 Parental Support
- 9.21 HSPQ Second Order Factor Tender-minded
Emotionality/Tough Poise
- 5.45 Adjustment/Anxiety
- 9.33 Teachers* Ratings on Behaviour 
8.65 Teachers* Ratings on Effort 
8.52 Size of Family
-10.83 Position in Family
+ Constant 369.55
This combination of variables accounts for 61 per cent of the variance. 
Inclusion of the other variables would only account for a further 3.2 per 
cent. The first predictor accords with the AID analysis, but the HSPQ 
Second Order Factor, Tender-minded Emotionality/Tough Poise replaces the 
Mathematics Mark as the second most important predictor. The AID analysis 
did not proceed beyond this point. The regression equation for Progmor 2 
is given in table 81. The number of cases, was reduced to 112 for this 
group, due to missing data.
TABLE 81
MAIS REGRESSION EQUATION - PROGMOR 2 (N = 112)
MAIS Total Score = - 8.67 Parental Support
- 7.03 HSPQ Second Order Factor, Tender-minded
Emotionality/Tough Poise
0.73 Rate of Absenteeism
- 2.43 HSPQ Second Order Factor Adjustment/
Anxiety
+ Constant 238.53
This combination of variables accounts for 31 per cent of the variance. 
Inclusion of a further twelve variables would only account for an additional
5.3 per cent. The multiple regression analysis confirms that obtained through 
the AID computer programme for this group. The regression equation for 
Progmor 4 is given in table 82. The number of cases was reduced to 127 for
this group, due to missing data.
TABLE B2
MAIS REGRESSION EQUATION - PROGMOR 4 fl\l = 127)
MAIS Total Score = - 7.65 Parental Support
- 8.09 HSPQ Second Order Factor Introversion/
Extraversion
- 8.35 Teachers* Ratings on Ability
- 5.59 HSPQ Second Order Factor Adjustment/
Anxiety
2.86 Class Concomitants
5.36 Size of Family
- 2.04 Status of Family Residence
- 0.25 Mathematics Mark
+ Constant 292.77
This combination of variables accounts for 39.5 per cent of the 
variance. Inclusion of a further nine variables, would only account for an 
additional 1.8 per cent. This regression output indicates a different set 
of variables from the AID output as being important predictors. Parental 
Support replaces Pupils* Future Expectations as the most important 
predictor, Teachers* Ratings on Ability take precedence over Teachers*
Ratings on Effort, and the HSPQ Second Order Factor Introversion/Extraversion 
enters into the equation, although no account is taken of this variable 
in the AID analysis.
257.
5.4.2 Interaction Effects of Home Variables
The regression equations and percentage variances explained are given 
in table 83. .. ,
-TABLE 83
miS REGRESSION EQUATION; HOME EFFECTS - CONTROLLING FOR SCHOOL
AND AGE
(i) TRADLEY 2
M.A.I.S. TOTAL’ SCORES ** -3*93 Parental Support
-4.15 Social Class 
-5*00 Position in Family
O.63 Class concomitants
0.50 Status of Family Residence 
-0*78 Size of Family 
+ 244.40
Explains 11.9 per cent of the variance.
(ii) TRAILEY 4
M.A.I.S. TOTAL SCORES = -9*51 Parental Support
9.92 Size of Family 
-10.45 Position in Family 
-6 . 8 9 Social Class 
4.71 Class Concomitants 
-0.80 Status of Family Residence 
+ 230.99
Explains 32.5 Vev cent of the variance
(ii i)PROGMOR 2
M.A.I.S. TOTAL SCORES = -4.37 Parental Support
-5.78 Position in Family 
-1.39 Social Class
0.83 Status of Family Residence
O.65 Size of Family 
-0.54 Class Concomitants 
+ 215.39
Explains 13.4 per cent of the variance
(iv) PROGMOR 4
M.A.I.S. TOTAL SCORES = -5 .19 Parental Support
-3.30 Status of Family Residence 
0.90 Class Concomitants 
2,26 Size of Family 
-3.37 Position in Family 
0.32 Social Class
+ 203.51
Explains 18.8 per cent of the variance
5.4.3 Interaction Effects of School Variables
The regression equations and percentage variances explained are given 
in table 84.
TABLE 84 - •
MAIS REGRESSION EQUATION: SCHOOL EFFECTS - CONTROLLING FOR SCHOOL
(i) TRADLEY 2 ' M Q . .QGE,
M.A.I.S. TOTAL SCORES = -10.38 Pupils* Future Expectations
2.02 Perceived Parents* Future Expectations 
3*86 Teachers* Ratings on Behaviour
-4.81 Teachers* Ratings on Effort
2.58 Teachers* Ratings on Ability ,■
1.38 Level of Ability, HSPQ Factor B
0.05 Rate of Absenteeism
+209.58
F-Level too low for‘Mathematics Mark to be entered 
in the equation
Explains 15*1 per cent of the variance
(ii) TRADLEY 4
M.A.I.S. TOTAL SCORES = -8.06 Perceived Parents* Future Expectations
0.55 Mathematics Mark
-7 . 6 9 Teachers* Ratings on Behaviour
-2.26 Pupils* Future Expectations
. 3•77 Teachers* Ratings on Effort
-2.51 Teachers* Ratings on Ability
-0.30 Level of Ability, HSPQ Factor B
F-Level too low for ‘Absenteeism* to be entered in 
the equation
Explains 27.4 per cent of the variance
(iii) PROGMOR 2
M.A.I.S. TOTAL SCORES = -7.27 Teachers* Ratings on Ability •
-6.48 Perceived Parents* Future Expectations
3.11 Level of Ability, HSPQ B
3.39 Teachers* Ratings on Effort
-1.71 Pupils* Future Expectations
0.08 Rate of Absenteeism
+ 192.39
F-level too low for ‘Mathematics Mark* and‘Teachers*
Ratings on Behaviour* to be entered in the equation
Explains 13.4 per cent of the variance
) Proqmor 4
MAIS Total Score =
Explains
•6.43 Pupils* Future Expectations
•5.21 Teachers* Ratings on Effort
•0.34 Mathematics Mark
3.30 Level of Ability, HSPQ Factor B
■0.32 Rate of Absenteeism
■1.90 Teachers* Ratings on Ability
•1.77 Perceived Parents* Future Expectations
0.83 Teachers* Ratings on Behaviour
+ 198. 62
.0 per cent of the variance
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5.4.4 Interaction Effects of Personality Characteristics
The order of significance of HSPQ First Order Factors as predictors 
for MAIS Total Scores for the four school groups is given in table 85.
TABLE 85
HSPQ FIRST ORDER PREDICTORS FOR MAIS TOTAL SCORES
School Group HSPQ First Order Factors in order of Percentage Variance
significance as predictors____________ Explained
Tradley 2 Q3+j Q2-*j G+j F”> A+ 34.5^
Tradley 4 G+j B+j Q3+ 39.2^
Progmor 2 G+, E-, Q3+, A+, B+ 17.8^
Progmor 4 G+, E-, I+, 0-, Q4+ 33.6^
The regression equations and percentage variance explained by HSPQ Second 
Order Factors are given in table 86.
TABLE 86
MAIS REGRESSION EQUATION: PERSONALITY EFFECTS - 
CONTROLLING FOR SCHOOL AND AGE
(i) TRADLEY 2
M.A.I.S. TOTAL SCORES ~ -12.20 Facl,or QIII Tender-minded Emotionality
1.36 Factor QII - Adjustment
5*36 Factor QIV - Subduedness
■1.32 Factor QI - Introversion
+ 222.31
Explains 19*5 Vev cen^ of the variance
(ii) TKADLEr 4
M.A.I.S. TOTAL SCORES = -9*39 Factor QIII Tender minded Bnotionality
-10.69 Factor QII Adjustment
-2.40 Factor QI Introversion
-O.4 I Factor QIV Subduedness
. + 292.73
Explains 17•4 per cent of the variance
G.ii ) PROGMOR 2
IvUA.I.S. TOTAL SCORES = -8.83 Factor QIII Tender-minded Emotionality
-3.87 Factor QII Adjustment
-1.61 Factor QI Introversion
0.57 Factor QJV Subduedness
+ 244.15
Explains 13.5 per cent of variance
(iv) PROGMOR 4
M.A.I.S. TOTAL SCORES = -6.02 Factor QI Introversion
-5.36 Factor QII Adjustment
-3.00 Factor QIII Tender-minded Enotionality
-O.36 Factor QIV Subduedness
+ 239.11
Explains 17.4 per cent of variance
5.5 Discussion of Results, Motivation and
Attitudes Study
The MAIS questionnaire developed by Sumner (1970) was based on a model 
which incorporates attitudes and motives as modalities and intensity as a 
dimension. A simplified scoring was adopted for this study to arrive at 
total scores, agreement with statements in the positive direction being 
scores 2, uncertain 1, and disagree 0. Thus the possible range of scores 
for the 140 item questionnaire is 0 - 280. The total score may be regarded 
as an index of the pupil*s positive affect towards school in its widest 
sense.
5.5.1 Effects of Ethos. Ape and Sex on MAIS Total Scores
The significant refutation of Hypothesis la demands some explanation.
In Progmor a positive and articulated attempt is made to adopt a pupil- 
centred approach, guided by a desire to recognise the need for personal and 
social, as well as academic, development of the pupils. In Tradley, on the 
other hand, the emphasis is on academic development, pupils are allocated to 
bands according to general ability level. The precise procedure for 
allocation was not disclosed, but the writer was led to believe that 
composite indicators were used, viz. test scores in numeracy and literacy, 
and individual reports from the feeder Middle School Heads. It would appear 
that overall, the more structured environment of Tradley is preferred.
The difference in mean scores for the two age groups is significant 
at the one per cent level. This is in the expected direction; it is 
widely accepted, and substantiated by direct report and many researches, that 
there is a falling off of commitment to school during the early adolescent 
years. This is part of the general pattern of seeking an identity and of 
rebellion against adult authority figures. The difference between mean 
scores of boys and girls is in the expected direction, but does not reach 
significance level. Interaction effects of Ethos may be concealing the 
main effects and will be discussed later.
Uhen interaction effects of Ethos and Age are considered, the younger
pupils from the Traditional school appear to be most committed and the older 
pupils from the Progressive school least committed. An interesting feature 
is that the fall in mean scores is much greater for the Tradley sub-groups 
than for the Progmor ones; the difference in mean scores between Tradley 2 
and Tradley 4 is 34.40; between Progmor 2 and Progmor 4 it is 15.38.
The *cooling off* process is less in evidence at Progmor, at least between 
second and fourth years.
There is no significant difference in mean scores when interaction 
effects of Ethos and Sex are considered. Tradley girls score slightly 
lower than Tradley boys, the indicated direction of commitment is against 
the observed trend. On the other hand the Progmor pupils follow a more 
conventional pattern, the girls in this case scoring higher than the boys.
It is possible that the more formalised, structured atmosphere of Tradley 
has a greater appeal for boys than girls. Certainly for all four Tradley 
sub-groups;the scores are higher than those of the comparable Progmor'groups 
the highest mean scores occuring in Tradley 2B. The unexpectedly high 
scores obtained by this group may be distorting the whole picture. There 
was certainly an element in this sample who were very much anti-school,
who seemed to be constantly in trouble,and who were the despair of some of
the teachers. The negative affect of these boys must have been more than
compensated for by the rest of the twelve to thirteen year old boys at
Tradley. It is possible that they welcomed the challenge of a new 
environment with specialised teaching and the apparent opportunity to 
*make good*. It is difficult to understand why the twelve to thirteen year
olds at Progmor didn*t experience a similar challenge, as there was a
degree of specialism there also. Perhaps the greater integration of subject 
made the school seem more like the Middle Schools they had just left. 
Possibly they were looking for a greater degree of structure, positive 
direction and novelty, at this stage of transition.
The fall in mean scores observed between second and fourth year groups 
above is also apparent across the eight sub-groups. The difference in 
mean scores between
Tradley 2B and Tradley 4B is 33.39
Tradley 2G and Tradley 4G is 35.425
Progmor 2B and Progmor 4B is 3.464
Progmor 2G and Progmor 4G is 25.745
There is a big drop in scores for the two Tradley pairs, less so for- 
Progmor girls, and almost negligible for Progmor boys. The older pupils 
at Progmor, especially the boys, may not experience the same degree of 
alienation as do those at Tradley. The groups assume some symmetry of 
ordering with the exception of Progmor 2G. The boys for each sub-group 
score higher than the girls and the younger pairs score higher than the
older ones. Progmor 2 girls appear to take up a more committed position
than would be expected from this regular array. The freer atmosphere with 
its accent on personal development may be conducive to more positive affect 
for this particular group of pupils. Nevertheless Progmor 4G is the lowest 
scoring group of all; the school has not succeeded in inducing high commitment 
from any of the pupils in this sample.
The graphs in appendix 8.3 show that the range of scores is greater for 
all sub-groups at Tradley than at Progmor, giving a large spread of scores 
between the most highly committed and the most anti-school. These results 
serve to highlight the dilemma which faces educationists when they come to 
formulate their aims and objectives. Should they attempt to plan for 
the greatest good of the whole community, or provide sponsored mobility 
for the high-flyers, possibly at the expense of the less committed, who 
often are also the less able and under-privileged.
It has been reported that first year secondary pupils in an ILEA 
Educational Priority Area (EPA) scored lower total mean scores on MAIS 
than did the fourth year pupils in the same school. These results are in 
the opposite direction to those of this study. The school is a small three 
form entry comprehensive in a deprived inner city area, about sixty per cent 
of the pupils are immigrants. It may be that the caring atmosphere and 
stable staff observed in the study have contributed to this improved 
commitment to school.
The MAIS Questionnaire was used by workers at the University of. East 
Anglia in their Evaluation of the Humanities Curriculum Project. The results 
show that the total scores improved for the pupils in the project, as com­
pared with control groups, but whether this was due to the classical 
•Hawthorne effect* or to some intrinsic merit in the new curriculum is not 
possible to ascertain.
5.5.2 Effects of Ethos. Age and Sex on MAIS Sub-Scale Scores
A general examination of total mean scores can only indicate trends
in commitment. Sumner (1970) developed the MAIS as a diagnostic tool, in
the expectation that differences in the profile of sub-scale scores might
help to explain why certain sub-groups registered higher scores than others,
and what it was about the school situation which encouraged some and
alienated others. Buxton (1966, p. 192) reporting on his attempt to
*measure objectively ... the persisting motive or need to achieve in
school* writes:
One gets an overall feeling that the approach of the 
pupil who is considered well-motivated for school work is 
a no-nonsense, work-oriented approach, with due respect 
to the role of the teacher and the importance of schooling.
One does not get a feeling of importance, of intellectual 
excitement, discovery, exploration, competitiveness or 
even dependence on peer attitudes, as was thought possible 
when the study began.
Sumner (1975) maintains that, provided the education resulting from 
learning is of a desirable kind, the impulsion supplied by different kinds 
of motive can be utilised without qualm. Individual differences in 
response to motives and attitude objects do occur, intervention to 
promote greater pupil involvement could be far more effective when a 
better appraisal is made of the attributes of the pupils concerned. There 
is no evidence to suggest that more effective learning occurs when the 
impetus comes from the curiosity motive rather than the status one.
Sumher*s earlier work has indicated that self-realisation attracted the 
hard-working pupils more than working ,for rewards or social approval. The 
less industrious were more attracted by these latter two motives. A 
complex tapestry of motivating environments has to be woven to achieve 
success with such diverse groups of pupils.
An examination of the analysis of variance results of this study for 
the twelve Sub-scales shows a similar pattern as that for the Total Scores 
for the three main effects and for interaction effects. A detailed 
discussion will be undertaken of those instances where the pattern is dis­
similar. The Sub-scales discriminate relatively more in respect of Ethos 
and Age, though when Age is the design factor only the influence of
Friends is not significant (p< 0.107). This suggests that the attitude of 
Friends is influential at both ages. When Sex is the design factory the 
attitude of Friends is more influential for girls than for boys as is the 
Self-regarding attitude and the Enjoyment motive. The position is reversed 
when the influence of Teachers and the motive of Self-realisation is 
considered. In these instances Boys score significantly higher than Girls 
in the Teacher scale (p <0.019) and score in the same direction (p<0.073) 
on the Self-realisation scale. This suggests that it is more important to 
pay attention to the social environment for Girls than for Boys if one is 
seeking to promote a more positive commitment to school.
Ethos and Age interact for the sub-scales Teachers, Self, Curriculum,• 
Self-realisation and Social Conformity with p< .05, while for the sub-scales 
Parents and Reward the direction is the same, with p< 0.101 and p<0.098 
respectively. In all these Sub-scales the twelve to thirteen year olds at 
Tradley score higher than the other sub-groups. These are the class of 
objects which for this group have an important influence on school 
commitment. This reinforces the view expressed earlier that the 
Traditional Curriculum, with specialist subjects and a demand for Social 
Conformity contributes towards a positive orientation to school for this 
age group. When the interaction effects of Ethos and Sex are considered it 
is seen that the boys at Tradley are differentiated from the other sub­
groups on the two scales Self and Reward, extrinsic rewards being an important 
motivator for this group. Age and Sex interact for Curriculum and Materials, 
Reward and Enjoyment. The twelve to thirteen year old boys find the 
Curriculum a strong influence on their, attitudes to school, these being 
the highest scoring sub-group. The highest scoring sub-group for the other 
three scales are the twelve to thirteen year old girls, Extrinsic Rewards, 
Opportunity for Enjoyment, and an appreciation of Materials provided, all 
being important motivators for this sub-group.
The profile of scores for comparable sub-groups in the two schools 
reveal the following interesting patterns, (see appendix 8.4):
Tradley 2B and Progmor 2B
The profiles have a similar outline in both cases, the difference 
being the higher scores throughout made by Tradley 2B. Self, Parents,
Materials are highest in the attitude scales, Teachers and Friends are 
lowest; Self-realisation is the highest motive category and Enjoyment and 
Social Conformity are the lowest. This applies to both sub-groups.
Tradley 2G and Progmor 2G
The profiles are not as similar for these two sub-groups. Self,
Parents, are the highest for Tradley 2G, as for Tradley 2B,and Self, Parents , 
and Materials are the highest for Progmor 2G. Teachers and Friends are 
lowest for Tradley 2G, but Teachers only for Progmor 2G. Friends join 
Curriculum as being slightly more salient for Progmor 2G. Both groups 
score the same mean for the sub-scale Friends. Self-realisation and 
Enjoyment are the highest motive categories for Tradley 2G and Enjoyment 
and Reward for Progmor 2G. The lowest in both cases is Social Conformity. 
There is more concern with Parents and Self as referrent points and less 
with Friends for all four sub-groups. At this early stage of adolescent 
development the influence of Friends has not replaced that of Parents. 
Materials are less important for Tradley 2G, but Friends are slightly more 
important for Progmor 2G. Teachers as a body do not constitute a 
significant reference point for this age group. Self-realisation is the 
greatest motivator for three sub-groups, less so for Progmor 2G. Both, 
girls groups are looking for the Extrinsic satisfactions derived from 
Enjoyment and Progmor 2G,in addition, value Extrinsic Rewards. This 
attention to Enjoyment and Reward is surprising for Progmor 2 girls in 
view of the fact that tangible rewards, such as prizes,are decried, more 
emphasis being placed on self-development and self-awareness. Such concrete 
evidence of success may be needed at this stage of development. None of 
the four second year sub-groups seem to be particularly concerned with 
conforming to the social norms. This is in keeping with the general social 
trend in schools today and the pressures to permit greater individuality 
and autonomy.
Tradley 4B and Progmor 4B
The highest scoring attitude scales are Parents and Self, with Materials 
ranked third,and scored the same by both sub-groups. Teachers are scored 
lowest, Friends is ranked next to lowest by Tradley 4B, but moves up to be
more salient than Organisation for Progmor 4B. On the motive scales, 
Curiosity, Self-realisation and Reward are the highest scores for both sub­
groups while Social Conformity is the lowest. The same ordering obtains 
as for the second year group. Friends are not yet moving into prominence 
in the school situation although they are more important for Progmor than 
for Tradley pupils. It may be that Friends are able to exert a greater 
influence in the less formal setting. The impetus of Self-realisation 
rather than Social Conformity again reflects the prevailing climate.
Pressures from outside, such as those arising from Students1 Union and Radical 
promotions, exist to induce a movement away from conformity to self- 
determination.
Tradley 4G and Progmor 4G
Parents and Self are the highest scoring attitude scales; the Self 
scale is the only one of the whole set where the Progressive scores are 
higher than the Traditional ones; the lowest is Teachers. Tradley 4G rank 
Organisation next to lowest while Progmor 4G rank Curriculum and Organisation 
equally next to lowest. The fourteen to fifteen year old girls in both 
schools have less regard for the Curriculum and the School Organisation 
than for the position of Friends. These two groups are also unique in 
their ranking of the motive scales. In both cases, Curiosity is ranked 
highest, but like the other groups,Social Conformity is ranked lowest.
Friends are assuming greater importance for this age group of girls, but 
Parents are still significant. Somewhat surprisingly they are activated 
by the Curiosity motive, for observation in the schools has revealed a 
considerable amount of apathy.
The ordering of scales in rank order of means shows that Parents and 
Self are the most salient of the attitude scales, while Teachers and Friends 
are the least, with the exception of Progmor 2G,where Curriculum is scored 
the same as Friends, and Tradley 4G and Progmor 4G,where Organisation is 
scored less than Friends. This would seem to confirm the opinion of many 
practising teachers and of the present Minister of State for Education,
Shirley Williams, that the support and.encouragement of parents can help 
to counteract the growth of anti-school attitudes in adolescents. It is 
surprising that the Friends scale ranks so low, although an examination of
some of the items for this sub-scale would seem to indicate that low scoring 
may reveal the presence of peer groups’ anti-school sub-culture. The opinion 
of Friends seems to be more influential for three of the four fourteen to 
fifteen year old groups. Friendships have had time to consolidate by this 
stage in the school career and more lasting friendships obtain. The system 
of organisation in the school may be more clearly understood by this age, 
pupils may be more critical and less prepared to accept things at face value. 
Curiosity and Intellectual Stimulation seem to be more important motivators 
for this older age group, although the girls of Tradley seem to value 
Enjoyment rather than Self-realisation as a positive motivator. This may 
be a reaction to the Ethos of Tradley, where emphasis is placed on academic 
achievement rather than enjoyment or self-development. The reaction may 
be to seek for more enjoyment as being more accessible than self-realisation.
The investigation carried out in 1975 at an ILEA EPA School in the hope 
that the use of MAIS questionnaire would help to pinpoint key variables 
which might account for low morale. The results obtained present an 
interesting comparison with the results from this study. For both first 
and fourth years in the secondary school. Parents ranked high, but 
Curriculum displaced Self in the first year rankings. Curriculum is a 
less important consideration for all the sub-groups of this study. The 
Teachers scale ranks lowest, as it does with all the eight sub-groups of the 
present study. Self moves into the same prominence for the EPA fourth years 
as for the groups in this study. This may be one explanation of the much 
higher scores of the fourth year group. Their school experiences may have 
induced them to have a stronger self-image and increased involvement in 
school activities. It is encouraging that all four sub-groups of the study 
scored highly on this sub-scale, the range being from 25 to 34. In the 
ILEA sample the first year mean was 16, and the fourth year mean 29.
There is less regard for Materials in the ILEA sample, whereas all 
four sub-groups of this study check this Sub-scale quite highly - it ranks 
third or fourth for all groups. This is possibly due to the better state 
of equipment and greater regard for school property which obtains in out- 
of-city schools. In the ILEA sample Self-realisation is the highest 
motivator, as it is for four of the eight sub-groups of this study. The 
lowest score for first years is for Curiosity and for fourth years Enjoyment.
This represents a very different pattern of motivators and may well have 
suggested possible improvements to increase pro-school attitudes*
A policy which promotes greater enjoyment in school is suggested for 
the boys groups in this present study - for them school seems to be a 
chore which has to be endured with a greater or less degree of tolerance#
The girls in the study, with the exception of Progmor 2G seem little 
concerned with concrete Extrinsic Rewards, they seem to derive more satis­
faction from general Enjoyment within school. Sumner*s data from a *normal 
school* show Teachers and Parents in reverse position, Social Conformity 
is found with lowest ranking for the motives, and Curiosity with the highest. 
As this instrument was intended as a diagnostic tool it is important to 
refer individual profiles to the base line for the school from which he/she 
comes. The direction and degree of deviance from the tnorm* could be used 
to diagnose disturbance and to suggest remediation. This procedure will 
be adopted when individual cases are considered later in the study.
5.5.3 Effects of Home Variables on MAIS Sub-scale Scores
5.5.3.1 Social Class
The results show that the Social Class of the father is correlated 
with MAIS scores for the Total Sample and the two Tradley groups.
60.9 per cent of the total set of pupils whose fathers fall in Social Classes 
I and II score above the mean on MAIS while the position is reversed for the 
set of pupils whose fathers fail in Social Classes I\l and V. An examination 
of the distribution in the eight sub-groups reveals a somewhat different 
configuration. Both Tradley twelve to thirteen year olds and fourteen to 
fifteen year olds, show the same trend as the total sample; 80.6 per cent 
and 53.3 per cent respectively of those with fathers in Social Classes I 
and II score above the mean, while 21.4 per cent and 77.7 per cent 
respectively of those with fathers in Social Classes 11/ and V score below 
the mean. It appears that the Social Class of the father has a more 
determining influence on orientation to school at twelve than at fourteen. 
This would be an expected trend as peer influence becomes a more determining 
factor in later adolescence.
A smaller percentage of Progmor pupils, 53.3 per cent of the younger 
age group, and 36.3 per cent of the older age group, with fathers in 
Social Classes I and II, have MAIS scores above the mean. Class background 
seems to be less influential at Progmor. Tentative suggestions can only be 
made to explain this. Pupils from the *middle class1 background may feel 
less secure and less motivated in the atmosphere of Progmor. The parents 
of these pupils who have accepted Progmor for their children may place less 
emphasis on traditional academic success and may value more the opportunities 
for social development which the school aims to present. It is true that 
zoning operates and parents generally have to ,acceptl the secondary school 
for the neighbourhood, but it is also well known that articulate and 
informed parents find ways of using the system rather than being passive 
recipients of offical practice. Alternatively, they have, or are able to 
employ more freedom of movement to move into ,desirable* neighbourhoods to 
establish criteria of residence.
It is noteworthy that a large proportion in the Unclassified1 group
for all sub-groups for the main sample have MAIS scores below the mean.
Most of these pupils left the relevant entry on the questionnaire blank.
They were so little motivated that they were not prepared to make an 
effort even for a visitor to the school. Such pupils, like Fuzz in bJillis 
(1977, p. 27) have succeeded in limiting the demands of the formal 
institutional system to the absolute minimum: Fuzz "... that broke me heart . 
to write ... fcos I was going to try and go through the term without writing 
anything.”
5.5.3.2 Family Size
Table 51 shows that in the whole study sample a greater proportion 
of pupils who are 'the only child1 in the family score above the mean on 
MAIS than do any of the other four groups. The position is reversed for 
pupils from large families with five or more brothers and/or sisters. A 
greater proportion of this group have MAIS scores below the mean. The 
proportions are similar for pupils from families with two to five children.
A smaller family seems to be conducive to greater commitment, possibly the 
parents have more time and financial resources to provide a better model 
for the child. Tradley 2 exerts the greatest controlling influence on 
these overall results - all the ’only children1 in this sub-group have 
MAIS scores above the mean. The influence of Family Size on school 
commitment seems to be most pervasive for the Tradley twelve to thirteen 
year olds and least for Progmor twelve to thirteen year olds. Possibly 
Progmor is more able to compensate for a poorer home background - this of 
course is making an unsubstantiated assumption that the larger families 
in this study are synonymous with poorer home backgrounds. Table 53 shows 
that the distribution of pupils by Family Size is similar in both schools, 
but as far as the study samples are concerned, there is a tendency for 
Progmor pupils, especially the fourth years, to come from larger families.
5.5.3.3 Position in Family
Although Hypothesis Ille is not supported for the whole study sample, 
a breakdown of the four sub groups shows that in Tradley 2 it is the 
'only child1 category which has the greatest orientation to school, the 
gradient then running down from oldest, youngest to 'mids'. The gradient
is the same for Progmor 4, but the differentials are not as great between 
the high scorers and the low scorers in each position category. For both 
Tradley 4 and Progmor 2 the set with the higher proportion scoring above the 
mean is the 'oldest1 category. In the first group the lowest set is the 
'youngest* and in the second the 'mids*. There is no consistent pattern 
here which would suggest that the Position in Family, allied to a 
particular School Atmosphere, has a bearing on orientation to school. For
the whole sample it seems to be more important to be the oldest or youngest 
if one is not an only child. The mid position is the most vulnerable; this 
may be a reflection of lowered self-image.
5.5.3.4 Status of Family Residence
The distribution of classes shows that 55.4 per cent of Tradley pupils 
live in owner-occupied houses whereas only 36.1 par cent of Progmor pupils 
do so. The proportion of rented to owner-occupied is greater for the 
younger group at Progmor, whereas the proportion of owner-occupied to rented 
is greater for the Tradley older group. This suggests a much greater 
proportion of younger pupils at Progmor come from rented property than at
Tradley, although in the latter case the proportions of 'renteds' are 
increasing. This may be symptomatic of the migration within the New Town 
to the outer neighbourhoods.
The analysis of results from the correlation of MAIS Total Scores with 
the three home variables of Family Size, Position in Family and Status of 
Family Residence shows that the influences are in the expected direction.
The pupil from a small family, living in an owner-occupied residence is 
'more positively oriented to school than the pupil from a large family 
living in rented accommodation. There is no obvious pattern of results 
which might suggest that the more pupil-centred, community-oriented school, 
Progmor, is successful in counteracting the effect of possibly poorer 
neighbourhood variables.
The Government's Annual Statistical Publication, Social Trends No. 8 •
1977, confirms this situation. Although 75 per cent of pupils in England 
and Wales were in comprehensive schools in 1976, the social background of 
young people remains one of the key pointers to their educational'"'
achievements. As an example, a young person of 16 - 19, whose father is in
a non-manual job,is twice as likely to be in full-time education as one whose
father is in an unskilled occupation.
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5.5.3.5 Social Class Concomitants
The composite variable, Social Class Concomitants, which encompasses 
a wider sphere of influence than the father*s occupation, is significantly 
related to MAIS Total Scores, for all sub-groups and the total sample* 
although the correlation coefficients are higher for Tradley groups than 
Progmor. It is the general tone of the home in conjunction with Social 
Class which is more meaningful in its effect on pupils* orientations.
This factor appears to be less salient for Progmor 4 whereas fourth 
year pupils at Tradley are more sensitive to this influence than second 
years.
5.5.4.6 Parental Support
The composite variable, Parental Support, which is. developed from 
indices of Perceived Parents* Future Expectations, Parental Interest in 
School Activities and Cultural Activities, is a strong predictor of 
high MAIS scores for all groups. It is valued more by fourth year pupils 
than second years and has greater effect than the Social Class variable. 
This confirms some of the thinking, which hopefully may guide official 
policy in the future. A positive attempt to involve parents in their 
children*s education, and make them more accountable, may yield more 
dividends than enrichment programmes in isolation.
J
5.5.4 Effects of School Variables on MAIS Total Scores
5.5.4.1 Absenteeism
There is no clear-cut segregation in relation to Absenteeism, the 
Hypothesis IVa is only partially supported. In three of the four sub-groups 
a greater proportion of those with less than five per cent recorded absences 
score above the mean than in any other category. Table 62 shows that there 
is no gradual progression of greater orientation to school with less 
absenteeism. There may be many explanations for this. Although it is a 
legal requirement for schools to keep an accurate daily record of attendances 
the efficient execution of this duty is dependent on the zeal and 
conscientiousness of the individual Form Teacher or Tutor. The records 
gathered from the school attendance registers may not have been reliable in 
every case. From observation it is apparent that it is far easier to make 
an accurate record when the class is quiet, well-behaved and responsive.
It is reasonable to suppose that those pupils who are less oriented to school 
would hot fall within this description. It may be that the records of the 
more disruptive classes were less reliable; the direction of error cannot be 
ascertained, but it is more probable that if in doubt a teacher would omit 
to record an absence than the reverse. It is also well known that pupils 
absent themselves without leave after the sessional check has been made.
In both schools various devices were in operation to counteract this, but the 
ingenuity of the anti-school adolescent is quite considerable. Table 64 
gives the proportion of pupils for each school falling into each absence 
category. Tradley has the better record of attendances of the two schools; 
the twelve to thirteen year old pupils in both schools have a better 
attendance record than the fourteen to fifteen year olds. It is widely held 
by practising teachers in State schools that if Educational Welfare Officers 
were more numerous and better trained, progress could be made towards 
dealing with the widespread problem of absenteeism and truancy in secondary 
schools. The evidence of this data would seem to highlight the need for early 
diagnosis and attention before truancy becomes an established mode of 
adjustment.
5.5.4.2 Teachers1 Evaluations
The interaction effects of teachers1 regard and high expectations and 
pupils1 mode of response and readiness to co-operate have been well 
dooumented. Teachers may not be valued highly as persons, but the idea 
of teacher provides legitimacy for the teacher-pupil relationship. Good 
opinions of teachers are sought after, or at least desired, by a sizeable 
majority, who will either internalise or be prepared to conform to many of 
the prevailing values. If academic ability is seen to be important then 
those who can fill the role of ‘bright pupil1 will feel.that school is 
worthwhile. Similarly, if good behaviour or effort are valued, those able 
to feel comfortable in either of these behavioural roles will respond and 
will also feel that school is important for them.
There is significant correlation between Teachers’ Ratings on Ability 
and MAIS Total Scores, for the whole group, and for three of the four sub­
groups. It is surprising that this does not hold for Tradley 2. This 
group has the highest mean scores on MAIS and is in many respects a conforming 
group. The high correlation coefficient for Tradley 4 is readily under­
standable. These pupils will have experienced two years of ’conditioning’; 
those who have not accepted the values, or who have experienced little 
academic success., will have become more or less alienated. There is stress 
-on good behaviour,and obedience to such rules as wearing of school uniform 
and having the correct hair length, at Tradley. Those who fulfil the require­
ments and are rated highly by their teachers also have a positive commitment 
to school. This relationship is less strong for Progmor 4 pupils, and is 
not significant for Progmor 2 pupils. The knowledge that one’s form of 
behaviour is valued by teachers is not such a prerequisite for school 
commitment for Progmor pupils. The reverse applies for the Teachers*
Ratings on Effort. Progmor pupils who feel their efforts are appreciated 
warm to the idea of school whereas for Tradley pupils the relationship 
is less important. Possibly teachers’ views on Effort have little salience 
in a school where greater attention is paid to results and appearances. To 
develop consensus and promote institutional well-being some congruence of 
values is a necessity. Negotiation can then take place on what is to be 
regarded as acceptable day-to-day classroom procedures.
5.5.4.3 Level of Ability
The correlation coefficient of 0.23 with this variable, for Tradley 4, 
confirms previous results. Where Ability is seen to be important, those 
who are succeeding will respond positively to the school. It is difficult 
to understand why this is not an important predictor for the Tradley 2 group. 
They had been in the school sufficiently long when the data was gathered 
to have become aware of the climate and expectancies prevailing. Certainly 
for Progmor 2 pupils there is a correlation of ’Being Bright’ with high 
commitment; this in a school where the demands may not be so intensive.
5.5.4.4 Attainment Scores
The same pattern of relationships prevails as for the Ability index. 
Those in Tradley 4 and Progmor 2 who are performing well in Mathematics 
report greater commitment to school. The relationship is particularly 
marked for Tradley 4. The lack of relationship for Tradley 2 is difficult 
to understand; it is more readily acceptable for the Progmor 4 group. For 
the latter, lack of success would be less discouraging.
5.5.5 Effects of Personality Characteristics on MAIS Total Scores
There was no clearly discernable pattern in the sets of correlations of 
HSPQ Personality Factors, either First Order or Second Orderrwith MAIS 
Total Scores. The interaction effects, as determined by AID and Multiple 
Regression Analysis, proved more meaningful and will be discussed in 
Sections 5.6.4 and 5.7.4.
5.5.6 Effects of Middle School Origin on MAIS Total Scores
The most positively oriented pupils come from Middle School C and 
not from Middle School B as hypothesised. This may be explained in part 
by the fact that this school makes a positive effort to ease the status 
passage from middle school to secondary school, and to ensure that full 
and accurate records are passed on,so that pupils are as far as possible 
correctly placed in the Tradley banding system (Personal communication). As 
middle school B serves a predominantly middle class area, greater commitment
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would have boon expected. Hoiiiever, it is a middle school which concentrates 
on specialist teaching - there may not have been sufficient contrast to 
challenge the new entrants to Tradley. Also some of the less able pupils 
may have experienced a greater disappointment and loss of self-image in 
finding themselves in the lower streams at Tradley. The least positively 
oriented pupils at Progmor come from Middle School S, a school which is 
situated farthest, geographically and psychologically, from Progmor. By 
repute it is the most traditional of the feeder schools, and one which the 
writer was unable to visit due to various constraints imposed. Possibly the 
contrast between the two philosophies may have caused the pupils to feel 
less attracted to the secondary school . These conclusions are at best 
based on limited data, and at worst may be considered to be merely speculative. 
Yet,in the context of the *Great Debate1 and the desire for improved 
standards,it does highlight the need for follow-up studies across the 
transfer age?so that secondary schools are reinforcing the work of their 
feeder schools and not working in opposition. For a more detailed discussion 
the reader is referred to Beck (1972) "Transition and Continuity, a Study of 
an Educational Status Passage”.
5.6 Discussion of Results from AID and MR Analyses
Two statistical techniques were employed in examining the interaction 
effects of selected variables with MAIS Total Scores and with Pupils*
Future Expectations viz. Automatic Interaction Detection (AID) and Multiple 
Regression (MR). These have yielded, in some instances, confirmatory 
results, and in others, contradictory ones. As explained previously, data 
analysis by AID consists of searching for the best model, combining theory 
and examination of data, and assessing the best model, by well known processes 
of statistical inference. Multiple stBpwise regression adds predictors 
but the effect of each one is measured over the whole data set. With AID 
the effect of each predictor is measured on each sub-group as it enters 
into the analysis.
5.6.1 Interaction Effects of Nineteen Selected Variables
A. comparison of both outputs for the Total Sample with MAIS Total Scores 
as the dependent variable shows that the most important predictors are the 
degree of Parental Support and the HSPQ Second Order Personality Factors, 
Tender-minded Emotionality and Adjustment. The Second Order Factor 
Extraversion/Introversion enters next in the multiple regression equation 
but occupies a less prominent place in the AID analysis. Many research 
investigations have used the Eysenck Personality Inventory and have 
concentrated on the Extraversion-Introversion dimension and the correlation 
of scores with indices of school attainment. These present findings would 
suggest that other dimensions may be more important and that over-emphasis 
on the Eysenck dimension may have produced a distorted picture.
For Tradley 2 both outputs are in agreement that Future Expectations 
are the most important predictor of commitment. The Second Order Factor 
of Introversion discriminates next on AID, but that of Adjustment/Anxiety 
occupies second place in the regression output. The difference in inter­
pretation is that the more Introverted of those with Lower Expectations are 
the ones that are most committed in Tradley 2. Future Expectations is the 
best predictor for Progmor 4,according to AID analysis,but Parental Support 
is the best according to the regression analysis. It may be that as so 
much of the variance is explained by one of these indices it leaves the
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other with little explanatory power, its effect is ‘suppressed1. In multiple 
regression analysis these are termed multi-collinearities.
Personality Factors are important.predictors for all four sub-groups. 
These will be discussed more fully later in section 5.6.4. Additional 
significant predictors,for the two Tradley groups^are the marks gained on 
Mathematics, and for Tradley 4; Teachers* Ratings on Behaviour and Effort, 
but in opposite directions. For all Tradley pupils, to have positive 
assurance of success and, for the older pupils, approval of good Behaviour, 
correlates with positive commitment - almost a stereotype of *the good 
pupil*. Progmor 4 pupils are also influenced by the Teachers* Perceptions 
of their Ability, but Extent of Absenteeism is a more important predictor 
for Progmor 2.
Overall, the analysis of interaction effects suggests that Parental 
Support and personality traits of Adjustment and Tender-mindedness are 
important influences on the degree of satisfaction with school. For Tradley 
pupils there is the additional factor of High Achievement. The suggestions 
contained in the DES Green Papbr (1977) for increasing parental involvement 
in education would seem to be worthy of serious consideration.
5.6.2 Interaction Effects of Home Variables
When the interaction effects of the six Home Variables are examined by 
both AID and MR analysis, the most important predictor which emerges is 
that of Parental Support, for all sub-groups. Irrespective of Ethos or of 
Age, the perception of having parents who are interested and supportive 
seems to assist in the formation of positive attitudes towards school.
It is not possible to say whether the wishes of the parents are internalised 
or whether they act to secure compliance, What is clear,
however, is that they exert a powerful influence on pupils of both ages 
and at both schools. Social Class seems a more important determinant 
for second year pupils in both schools, according to the MR analysis.
There is no clearly discernible evidence of Progmor successfully 
counteracting the negative effects which have been shown to accrue, in 
general, from fworking class1 backgrounds, poorer housing and larger 
families. It needs to be emphasised however that the ,poorer* housing in 
Newtown is still of a high standard, compared to that existing in many 
urban areas of the country.
5.6.3 Interaction Effects of School Variables
The AID analysis of the interaction effects of School Variables shows 
that for all four sub-groups the most important predictor of high commit­
ment is the index of Pupils* Future Expectations. The regression analysis 
shows how the other factors exert their influence. It is important for 
all the groups except Progmor 4 to feel that their parents also hav/e High 
Expectations for their Futures. Teachers* appreciation of Effort has 
replaced Parental Expectations as an important influence for this group. 
This may be indicative of some success in the aims of this school, in 
counteracting the effects of a less supportive home background. Extrinsic 
signs of success, such as High Marks in Mathematics, are important for 
Tradley 4 pupils^but the effect is in the opposite direction for Progmor 4 
pupils. Ability, as measured by HSPQ Factor B, is a more important 
influence for both Progmor groups. Those pupils who have the Ability to 
cope are more committed in the Progressive school; this seems to challenge 
the effect of the counteracting influence which the schools seeks to 
provide. There is no clear pattern of the influence of Teachers* 
Evaluations on commitment. It may be that pupils do not easily perceive 
how teachers are valuing and rating them except in extreme cases of gross 
misbehaviour or outstanding ability.
5.6.4 Interaction Effects of Personality Characteristics
These findings suggest interesting comparisons with those summarised 
by Warburton. (1968) although this study examined correlations between 
Personality Factors and Attitudes to School, whereas those reviewed by 
Warburton examined the correlation between Personality Factors and various 
measures of School Attainment.
The primary source trait, Conscientiousness/Disregards Rules,differentiates 
between the high scorers and low scorers in all four sub-groups, and is a 
strong element contributing to success for twelve to fourteen year olds, 
but less so for fifteen to seventeen year oldsrin the Warburton review.
There is an added dimension of Excitability for the non-committed twelve
year old in the Traditional school. This source trait, according to
Cattell (1969) is related more to conduct problems than personality 
disorder, conduct problems that tend to clear up. These pupils are rated 
as Entertainingly expressive* and * self-confident*; they don*t settle 
down to classroom work, reading,or even steady sports participation, but 
are often labelled as creative and imaginative. It is conceivable they 
would have less affinity with a traditional school climate than with a 
progressive one.
From an examination of the Second Order Factors,and their relationship 
with School Commitment, we see that it is the Well-Adjusted twelve year old 
who doesn*t worry over problems and difficulties, and is not beset with
feelings of Guilt and Tenseness,who scores highly on MAIS in the
Traditional School. The literature suggests that this type of child can 
cope with the pressures of a structured demanding environment. In 
contrast, the more Independent in the Anxious group have less regard for 
school than do the Subdued. Perhaps this group doesn*t feel the need to 
be pressurised into Anxious Conformity.
By contrast, it is the twelve year old in the Progressive School who 
is Tender-minded, Sensitive, Liable to Follow his Emotions, who scores 
more highly; the Anxious ones amongst the Insensitive Tough-minded pupils 
score lowest. It is this same syndrome which distinguishes the fourteen 
year old low MAIS scorers in the Traditional School. According to the
findings in table 36; anxiety is mora correlated with success at fifteen 
to seventeen than at twelve to fourteen; at this latter age there is a 
negative relationship. It is conceivable that the less stable child at 
twelve in a traditional school, performing less well, would become 
alienated from school. It is not so easy to explain how this might occur 
in a more progressive atmosphere, unless it is that the child is so 
insensitive and so ill-attuned to what is on offer that he operates 
according to his own perceptions of school, which are at variance with 
the reality, as perceived and intended by the staff.
An important dimension, that of Introversion-Extraversion, mediating
for success, according to many research reports,only appears as a determinant
in Progmor*s fourth year sub-group where the more introverted score higher
on MAIS. It would seem more probable that the introverts would be unhappy
in a sbhool which encouraged individuality, and that the extraverts would
be more committed. It may once again be the combination with the
insensitive, less emotionally involved syndrome that produces in the
extravert, an alienation from school. Entwistle (cited by Ravenette,
1974, p. 13) writes:
While sociability is more of an academic disadvantage 
in formal schools, peer group fear is more of a dis­
advantage in informal schools. Contentiousness and 
inattentiveness show the highest negative correlations 
with attainment, particularly with formal teaching 
methods ... Competitiveness and need for achievement 
showing distinct differences in the two types of school.
(Higher correlations found with attainment on these 
variables in the formal school).
The contradictions which abound in the literature concerning the relationship
between personality and school attainment, indicate that explanation needs
to be sought from a variety of factors. This is obviously equally true
when examining the relationship between personality and positive attitudes
to school. Refinements, such as examining the scores of boys and girls
separately, and the bright and less bright, might have produced more
definitive results.
Entwistle1s (1972) Aberdeen studies of thirteen year olds showed that 
extraverted girls and introverted boys were more successful, while stable 
extraverts as a group were more successful at the primary age - this is
in contrast to the successful•neurotic introvert at the university stage. 
Introversion may be related to success for the brightest child in secondary 
school as early as twelve, whereas extraversion is still associated with 
high achievement at fourteen for the less bright (Entwistle and Welsh, 1969). 
Bennett (1975), in his search to determine which type of school suits which 
child,explored the complex and subtle interactions of pupil personality, 
school atmosphere and teaching style. The dimension introversion/ 
extraversion may be regarded as a manifestation of the degree of 
conditionability of an individual. Extraverts, who condition slowly and 
lose this easily, tire quickly and cope less well in a formal situation.
The Neuroticism-Stability dimension may be regarded as a manifestation of 
the *level of arousal potential* or drive propensity of the autonomic./ 
nervous system. A certain degree of anxiety will aid in educational 
performance, but too much will be inhibiting.
Child (1977) points out that researchers show that there is a tendency 
for academic success to be linked to certain Introversion-Extraversion 
traits by age. Younger pupils,although showing Social Interest (A+) and 
Friendliness (H+); also have introvert qualities of Conformity (E-), 
Seriousness (F-),and Self-Sufficiency (Q2+). On the other hand, successful 
older students,while having Extravert characteristics of Aggressiveness 
and Competitiveness (E+), are thorough going introverts. High anxiety is 
correlated with low achievement at any age. The MAIS in this study measures 
attitudes towards the school situation, not academic attainment • 
Nevertheless,because of the interaction of success and affect,it is 
worth examining whether the same pattern obtains at different ages and 
in different settings.
The factor of Conscientiousness (G+) proves to be the greatest 
discriminator for all four groups of high scorers. For Progmor twelve to 
thirteen year olds, the next most important discriminator is that of 
Submissive, Obedient, Conformity (E-)^ while for the fourteen to fifteen 
year olds in the same school^the second discriminator in order of 
importance is High Intelligence (B+). Looking at the profile of the lowest 
scorers, the factor Disregards Rules (C-) is the greatest discriminator; 
for Tradley twelve to thirteen year olds, the second is Excitability (D+)j 
and for Tradley fourteen to fifteen year olds jit is Reserved (A-);
Dull (B-) is also an important discriminator. There is no evidence of 
School Ethos operating in a differential manner - the same personality 
types score in the same direction in both schools.
Child examines the primary traits which go to make up thB second-
order factor of anxiety. He writes (1977, p. 318):
Successful younger students show a remarkably consistent 
first-order profile of low anxiety. But older students 
deviate on the factors Stability (c), Excitability (D), 
and Adventurousness (H) in the direction of high anxiety. 
Nevertheless, the achieving student still needs the 
emotional-stability qualities of compliance (E), self- 
assuredness (o) and high self-sentiment (Q3), to survive.
The multiple regression output confirms the AID analysis for all groups
except Tradley 2. Conscientiousness is the most important predictor for
school commitment for three groups, but it is the contra ' factor for
Tradley 2. Social Interest of Warm Heartedness is important for both
second year groups. The Tradley 2 syndrome accords most closely with that
of the younger successful pupil according to Child (1977), viz. the
warm hearted, friendly, conforming, serious and self-sufficient pupil.
Tradley 2 pupils differ in being Controlled and more Group Dependent.
This may reflect the values imposed on this group of pupils, viz. control
and acceptance of authority without question. The syndrome of Progmor 2
committed pupils differs from that reported by Child in that there is
greater emphasis on Control also, with less of the outgoing characteristics
of Adventurousness, or Soberness and Self-sufficiency. The Ability factor
is also significant.. To this extent, the school is not succeeding in
attracting and inspiring a different type of student. There remains an
element of stress on conformity and control with less encouragement of
the creative divergent thinking approach. This is confirmed by the fact
that, unlike the Child findings, the more Obedient older pupils at Progmor
are more committed to school. Higher socring fourth year pupils in both
schools also exhibited similar profiles of Conscientiousness, Tender-
mindedness and Self assurance. High Ability and Control also
differentiates the Tradley 4 pupils while Obedience and Tenseness
differentiates the Progmor 4 pupils. There is no concrete evidence to
show that the more progressive school is appealing to a very different
kind of pupil. Similar constellations of personality traits characterise
the high MAIS scorers in both schools.
On examining the Second Order Factors which discriminate the high MAIS 
scorers from the low ones it is found that Adjustment (QI-) is the most 
important discriminator for Tradley twelve to thirteen year olds. These 
pupils are able to accept the situation as it is and fit into the system.
The most important discriminator for Tradley fourteen to fifteen year olds 
and Progmor twelve to thirteen year olds is the factor of Tender-minded 
Emotionality (QIII-). Warburton (1968) describes the person at the 
opposite pole of this factor as the wise-guy calculator, the cynic who is 
not so wise as he appears to be,and whose attainment record depends on 
teachers1 favours, either direct or indirect. Warburton finds the tender- 
minded more appealing; they are sensitive, but liable to frustration and 
emotionally-controlled conduct. In both these groups, those pupils who 
are warm and generous are the most committed to accept what the schools have 
to offer. Somewhat surprisingly, it is the Introversion dimension which 
is the best discriminator for the Progmor fourteen to fifteen year olds. 
Possibly these pupils are able to ignore the activity and the social 
distractions around tehm. They are able to work successfully in this 
atmosphere, and therefore feel positively oriented towards the school.
On examining the best discriminators for the lowest MAIS scores, the 
same profile applies to Progmor twelve to thirteen year olds as to Tradley 
fourteen to fifteen year olds. Those who exhibit Tough Poise (Warburton*s 
undesirable group) and who are also Anxious are the low scorers. It is 
conceivable that there is some serious maladjustment which contributes to 
the anti-school behaviour of these groups, which is cloaked by an appearance 
of tough cynicism, especially when in the company of peers. This disruptive 
element needs more careful analysis and treatment than the schools are in a 
position to give. There would seem to be an urgent need for the extension 
of the Schools Psychological Service, operating on a different basis from 
the present one, to deal with this maladjusted element, and so allow the 
teachers to concentrate more effectively on the rest of the school 
population.
The best discriminators for the Progmor fourteen to fifteen year olds 
low scorers are the factors of Extraversion and Tough Poise. As previously
stated this is surprising in a school which encourages pupil expression and 
outgoing activities. Perhaps for those pupils who have the unlovely 
characteristic of Tough Poise a more restrictive environment is necessary. 
They may need structure and stability to provide boundaries which they are 
unable to supply for themselves - yet if too much of this is supplied, as 
in Tradley, this provokes anti-school reaction in the over anxious ones.
It is the anxious, independent ones in the Tradley twelve to thirteen year 
old group who are least committed. It is understandable that the anxious 
ones would feel negatively oriented under the stricter discipline of Tradley 
but it is difficult to explain the prominence of the Independence factor, 
unless it is that those with greater desires for Independence feel 
resentful, but are too anxious to express their resentment openly, and so 
become less and less enchanted with school.
The regression analysis confirms AID output for the Second Order 
Factors for Tradley 4 and Progmor 2 that Tender-minded Emotionality and 
Adjustment are important determiners of high commitment. For Tradley 2, 
Tender-minded Emotionality supersedes Adjustment as the most salient 
personality characteristic. For Progmor 4, the position is reversed, 
Adjustment is of more significance than Tender-minded Emotionality.
Warburton1s wise-guy calculator and cynic has no footing in any of 
these groups, it is the warm generous pupil who is more prepared to accept 
what either school has to offer. The Factor of Anxiety seems to be less 
debilitating for the Progmor pupils but it only acts as a positive factor 
for the Tradley 2 group. Perhaps these pupils are too anxious to 
entertain, the possibility of rejecting school, they operate under an imposed 
conformity rather than internalising the Ethos of the School.
The most important determinant of high MAIS scores for Progmor 4 pupils 
is the Second Order Factor of Introversion. This finding confirms those of 
contemporary research, the older pupils who are introverted do better in 
school. However, there is some contradiction here. It would be expected 
that in a school like Progmor, the extraverted would feel more comfortable 
and in sympathy with the aims of the school. However, the introverted may 
find they are more able to distance themselves from the classroom 
distractions and get on with work which they find satisfying. The writer 
has observed groups of pupils in this school working diligently and
completely oblivious to the apparent turmoil around them.
There is ample research evidence to show that the personality traits 
which correlate with achievement change with age. Child (1977, p. 318) 
writes:
Notional values of the age band through which the 
transition ig beneficial traits seem to occur have been 
put between ten and fifteen years. This may be linked 
to institutional changes, changes in methods of assess­
ment, cognitive or affective developmental changes, (or 
all three), which occur at this time in a pupil*s life.
The present study illustrates differences between twelve to thirteen year
olds and fourteen to fifteen year olds in the correlation of personality
traits with high MAIS scores, but as these were two different samples of
pupils it is only possible to make tentative inferences about developmental
trends. The less committed are on the whole more anxious. This accords
with the findings that the more successful are less anxious at a younger
age, becoming more anxious later. Progmor fourteen to fifteen year old
introverts are more committed; this accords with the findings that the
more successful oldsr pupils are also more introverted than those of a
younger age group.
As previously stated, Bennett (1975) in his Lancaster study has 
observed that a complex network of interaction effects exists between pupil 
personality, behaviour and teaching style; there is weaker evidence of an 
additional interaction effect between pupil personality and home background. 
He sought to answer the question: "Do pupils of different personality types 
differ in academic progress under different teaching styles?" This study 
is seeking, in a less profound manner, to answer the question "Do pupils 
of different personality types differ in orientation to school under 
different institutional regimes?" Bennett used a variety of personality 
measures and a technique of computer matching to create a series of eight 
pupil types. The type he labelled lSaints* were stable extraverts, well 
motivated, sociable, conforming,and with a stable self image. Those he 
labelled fSinnersI were slightly neurotic, with a poor school attitude, 
a poor opinion of school and school work. They were also unsociable, 
sulky, non-conformist and very contentious. Bennett found differences in 
performance, motivation and adjustment,by the different types under 
different classroom regimes. In a formal atmosphere those with high
motivation and self-confidence tackled their work without help from others 
whereas the anxious non-conforming looked to their peers for help. In an
informal atmosphere all types worked less, chatted and played more. Those
with non-conforming attitudes operated against the preferred mode of working 
in the particular classroom situation in which they found themselves, e.g. 
in a formal atmosphere they exhibited negative withdrawal behaviour, but 
in an informal atmosphere they were seen to indulge in friendly or some­
times not so friendly scraps, snatching and hiding behind desk lids.
Bennett studied children at the primary school stage. Because of 
developmental trends the same relationships would not necessarily obtain 
with secondary school pupils. Nevertheless it is still found that the 
conscientious, conforming introverted pupils are the ones who are more 
positively oriented towards school, and the anxious, insensitive tough- 
minded the least committed, irrespective of school climate.
This present study does not aim to go beyond these tentative
conclusions and proposals. It is apparent that certain regimes are more
conducive to certain personality types than others. Eysenck (cited by
Ravenette 1974, p. 4) writes:
If there is one general result of the work ... which 
can be recommended to the attention of educationalists, 
it is the importance of personality factors for 
learning in general, and for school and academic 
achievement in particular.
Leith writes in the same publication:
Surveys of the literature on personality and academic 
achievement have usually brought out that, in general,
. introverts are better students than extraverts 
(though there is dispute over whether this applies at 
all ages). Again, neurotics have often been found 
superior to the emotionally stable, though 
complexities of maturity and intelligence may also 
be involved. The research on personality-treatments 
interaction brings out that it is possible to employ 
teaching methods which facilitate the learning of 
introverts but which extraverts do not succeed with.
Equally, however, methods exist which enhance extraverts* 
performance and depress that of introverts. The 
differences between methods appear to be in terms of 
the degree of formal structure and,between learners,in 
terms of tolerance for uncertainty.
Some studies (unpublished) have been undertaken which have sought to
examine the effects of matching pupil personalities with personalities of 
teachers for teaching purposes. The writer is not aware of any serious 
attempt to vary the instructional or social regime to match pupil 
personalities. Some strategies are adopted in an ad hoc fashion to deal 
with serious disturbance problems, and for personal survival.
CHAPTER VI 
FUTURE EXPECTATIONS
6.1 Hypotheses Relating to Future Expectations
6.1.1 Effects of Ethos on Pupils1 Expectations
It has been said that: "in a selective system the able child from a 
home which does not value education is supported to some extent by the ethos 
of the grammar school and by the attitudes of the staff and other pupils". 
(Douglas et al, 1971, p. 41). His aspirations would be high.
6.1.1.1 Pupils* Expectations - Hypothesis Villa
As there is more emphasis on academic performance at Tradley, and
possibly more of a *grammar school oreintation* there will be a greater 
proportion of pupils expressing the intention to *stay on* at Tradley than 
at Progmor.
Hypothesis Vlllb
This trend will be more apparent when the category Continuing beyond
18* is examined separately. "7
6.1.1.2 Perceived . Parents* Expectations - Hypothesis VIIIc
Since the ideology of Tradley suggests more clearly defined academic 
aims, there will be a greater proportion of pupils perceiving parents* 
wishes for extended education at Tradley than at Progmor.
Hypothesis \lHid
This trend will be even more apparent when the category Continuing 
beyond 18* is examined separately.
6.1.1.3 Congruence between Pupils* and Perceived Parents* Expectations - 
Hypothesis l/IIIe
As the ideology of Tradley allows the academic objectives to be more
clearly defined and transmitted to the parents there will be more congruence 
between pupils* and parents* expectations at Tradley than at Progmor.
Hypothesis UIIIf
The ideology of Progmor may induce pupils to be more accepting of 
the school regime,and more prepared to continue their education, possibly 
against their parents* wishes. There will be more congruence at Tradley, 
and thus a higher correlation between pupils* wishes and parents* perceived 
wishes for continuing full-time education beyond eighteen.
6.1.2 Effect of Level of Ability on Expectations
6.1.2.1 Pupils* Expectations: Hypothesis l/IIIq
There appears to be more channelling of resources, both human and 
material, into the examination bands at Tradley. In this school it is 
hypothesised that the choice pattern for continuing education will be 
more closely related to the ability bands in which the pupils are placed than 
at Progmor. Those in the higher bands at Tradley will have higher 
expectations than those in the lower bands. At Progmor, the proportions 
expressing a wish to continue in education beyond the statutory leaving 
age will be more evenly scattered throughout the *ability* bands, 
allocation to these bands for the purpose of this dbudy being determined by 
the level of attainment in mathematics.
6.1.2.2 Perceived Parents* Expectations: Hypothesis VHIh
It is hypothesised that the same pattern will prevail when Perceived 
Parental Expectations are considered. At Tradley, parental expectations 
will be perceived to be higher by those in the top ability bands. At 
Progmor there will be a much smaller relationship between the two variables.
6.1.3 Effeot- of Ethos and Personality Characteristics on Future Expectations
6.1.3.1 Pupils* Expectations: Hypothesis Villi
The personality characteristics which are associated with high school 
commitment are also those which are associated with expectations of
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1 staying on* beyond the statutory leaving age. They will be dependent on 
school Ethos, the more introverted and subdued will wish to stay on at 
Tradley , but the more extraverted and independent at Progmor will wish to 
do so.
6.2 Results - Future Expectations
6.2.1 Effects of School Ethos on Expectations
The percentages in each leaving age category, by School,Age,and Sex;for 
Pupils* . Prefered Leaving Age^ and Perceived Parents1 Preferred Leaving Age^ - 
was obtained by using the SPSS program CRQSSTABS. The results obtained were 
examined within the context of the following hypotheses.
5.2.1.1 Pupils* Expectations - Hypothesis 1/Ilia
The intention to ’stay on* will be expressed by more Tradley than 
Progmor pupils.
Table 87 gives an analysis of pupils* preferred leaving ages by five 
categories?for•school and age groups, and table 88 gives a condensed 
version, using three categories of leaving age. It can be seen that 60.5 per 
cent of Tradley second years express the intention of staying on beyond 
the statutory leaving age;compared to 48.0 per cent at Progmor. For fourth 
year pupils,the figures are 40.4 per cent and 34.0 per cent respectively.
Hypothesis Villa is supported.
TABLE 87
PUPILS* PREFERRED LEAVING AGE.BY SCHOOL & AGE
Preferred 
Leavinq Aqe . Tradley 2 Tradley 4
School Group 
Proqmor 2 Proqmor 4 Total
Don’t know or 
leave now 20.2 (21) 26.6 (29) 19.8 (28) 24.5 (36) 22.8 (114)
16 19.2 (20) 33.0 (36) 32.6 (46) 41.5 (61) 32.5 (163)
17 8.7 ( 9) 3.7 ( 4) 17.7 (25) 10.2 (15) 10.6 ( 53)
18 23.1 (24) 22.9 (25) 19.9 (28) 17.0 (25) 20.4 (102)
Beyond 18 28.8 (30) 13.8 (15) 9.9 (13) 6.8 (10) 13.8 ( 69)
Total (104) (109) (141) (147) (501)
Figures are column percentages with raw scores in parentheses.
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Tradley 2
Tradley 4
Nou, 16, or don't knou
17 - 18
Beyond 18
Total
Choice of Leaving Age Boys
Proqmor 2
Nou, 16 or don't knou 53.7
(29)
1 7 - 1 8 35.2
(19)
Beyond 18 11.1 
( 6)
Total 54
Proqmor 4
Nou, 16, or don't knou
1 7 - 1 8
Beyond 18
Total
Boys Girls Total
47.1 32.1 39.4
(24) • (17) (41)
27.5 35.8 31.7
(14) (19) (33)
25.5 32.1 28.8
(13) (17) (30)
51 53 104
59.6 59.6 59.6
(31) (34) (65)
23.1 29.8 26.6
(12) (17) (29)
17.3 10.5 13.8
(9) ( 6) (15)
52 57 109
Remedial Remedial Total (ex-^
Boys Girls Girls Total eluding
remedials)
50.7 52.5 52.0
(4) (37) (41) (74) (66)
(3) 39.7 37.6 37.8
(29) (21) (53) (48)
9.6 9.9 10.2
(1) (7) (0) (14) (13)
8 73 6 141 127
Boys Girls Total
67.1 64.5 66.0
(57) (40) (97)
24.7 30.6 27.2
(21) (19) (40)
8.2 4.8 6.8
(7) ( 3) (10)
85 62 147
TABLE 88
PUPILS' PREFERRED LEAVING AGE (3 CATEGORIES) BY SCHOOL.
AGE AND SEX
Choice of Leaving Age
Nou, 16, or don't knou 
17 - 18 
Beyond 18 
Total
Hypothesis UUIb: The intention to enter into further or higher education
will be expressed by more Tradley than Progmor pupils.
From table 87 it can be seen that the proportion expressing the 
intention to continue into higher education is highest for the Tradley 
twelve to thirteen year old group (28.8 per cent) and lowest for the 
Progmor fourteen to fifteen year old group (6.8 per cent). The Tradley 
fourteen to fifteen year old group is second highest (13.8 per cent) 
while the Progmor twelve to thirteen year old group is next to lowest 
(10.2 per cent). There are almost three times as many tradley second 
years indicating a preference to stay on as Progmor second years; 
comparing fourth year groups there are almost one and a half times as many 
at Tradley as Progmor. With the exception of Tradley second year girls, 
the boys have higher expectations than do the girls.
Hypothesis Vlllb is supported.
6.2.1.2 Perceived Parents' Expectations - Hypothesis WIIIc.
There will be a greater percentage of Tradley pupils who perceive 
their parents as wanting them to stay on beyond the statutory leaving age.
Table 89 gives an analysis of Parents' Perceived Preferences by five 
categories^for school and age groups, and table 90 gives a condensed version 
using three categories of leaving age. It can be seen that 60.5 per cent 
of Tradley second years responses fall into the 'staying on* category, 
compared to only 44.1 per cent of Progmor second year responses. For 
fourth year pupils, the figures are 53.2 per cent and 34.0 per cent 
respectively. The percentages are similar to those for Pupils' Expectations 
of 'staying on'jwith the exception of Tradley fourth years^uhere the figure 
is higher (53.2 per cent compared with 40.4 per cent).
Hypothesis VIIIc is supported.
TABLE 89
PERCEIVED PARENTS1 PREFERRED LEAVING AGE, BY SCHOOL
AND AGE
Perceived School Group
Preferred
Leaving Age.______Tradley 2 Tradley 4 Progmor 2 Progmor 4 Total
Don’t know, or 
leave.now
16
17
18
Beyond 18
23.1 (24) 
16.3 (17) 
9.6 (10) 
24.0 (25) 
26.9 (28)
17.4 (19)
29.4 (32)
12.8 (14)
24.8 (27) 
15.6 (17)
27.7 (39)
28.4 (40)
13.5 (19)
22.7 (32) 
7.8 (11)
24.5 (36)
41.5 (61) 
9.5 (14)
17.7 (26) 
6.8 (10)
23.6 (118) 
29.9 (150) 
11.4 (57) 
22.0 (110) 
13.2 (66)
Total (104) (109) (141) (147) (501)
Figures are column percentages with 
TABLE 90
raw scores in parentheses.
PERCEIVED PARENTS1 PREFERRED LEAVING AGE (3 CATEGORIES) BY
SCHOOL, AGE AND SEX 
Choice of Leaving Age Boys Girls Total
Tradley 2
Now, 16, or don’t know 45.1 28.3 39.4
(26) (15) (41)
17 - 18 23.5 43.4 33.6
(12) (23) (35)
Beyond 18 25.5 28.3 26.9
(13) (15) (28)
Total 51 53 104
Tradley 4
Now, 16, or don’t know 40.4 52.6 46.8
(21) (30) (51)
17n- 18 36.5 38.6 37.6
(19) (22) (41)
Beyond 18 23.1 8.8 15.6
(12) ( 5) (17)
Total 52 57 109
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TABLE 90 continued
Remedial Remedial Total (exclud-
Choice of Leaving Age Bovs Boys Girls Girls Total inq remedials)
Proqmor 2
Proqmor 4
Now, 16 or don*t know 55.6 56.2 56.1 55.9
(30) (4) (41) (4) (79) (71)
17 - 18 31.5 38.4 36.2 35.4
(17) (4) (28) (2) (51) (45)
Beyond IB 13.0 5.5 7.8 8.7
( 7) ( 4) (11) (11)
Total 54 8 73 6 141 127
Boys Girls Total
Now, 16, or don't know 67.1 64.5 66.0
(57) (40) (97)
17 - 18 23.5 23.5 32.3 27.2
(20) (20) (40)
Beyond 18 9.4 3.2 6.8
( a) ( 2) (10)
Total 85 62 147
Hypothesis V/IIId
There will be a greater percentage of Tradley pupils perceiving their 
parents as wanting them to continue in education beyond 18. From table 90 
it can be seen that the proportions are similar to those for Pupils* 
Preferred Leaving Age. Tradley second years report the highest figures 
and Progmor fourth years the lowest.
Hypothesis VIHd is supported.
6.2.1.3 Congruence between Pupils* and Perceived Parents Expectations: 
Hypothesis VUIe
The congruence will be higher at Tradley than Progmor. Table 91 shows 
that the correlations between Pupils* and Parents* Expectations are 
significant at the one per cent level for all school groups. The highest 
correlation is for the Tradley fourth years and the lowest for Progmor 
fourth years.
Hypothesis V/II I e is supported.
Table 91
■: Correlations between Pupils* and.Perceived Parents1 
••• Expectations for* staying on* ■> controlling for school and Age
School Group
Total Sample 0,61 **
Tradley 12-13 year olds 0.58 **
Tradley 14-15 year olds 0.73 **
Progmor 12-13 year olds 0.57. **
Progmor 14-15 year olds 0.58 .**
** : p < 0.01
TABLE 92
• FULL-TIME EDUCATION BEYOND EIGHTEEN, Ca) PUPILS* EXPECTATIONS
AND (b) PERCEIVED PARENTS* EXPECTATIONS, CONTROLLING FDR SCHOOL,
AGE AND SEX
Percentage wishing to continue beyond eighteen
School Group (a) Pupils1 Expectations (b) SRarcsived
^Parents1
Expectations
Tradley 12-13 year olds Boys 25.5 25*5
Girls 32.1 28.3
Boys and Girls 28.8 26.9
Tradley 14-15 year olds Boys 17*3 23.1
Girls 10.5 8.8
Boys and Girls 13.8 15,6
Progmor 12-13 year olds Boys 11.1 13.0
(Excluding remedial group^irls 5.5
Boys and Girls 10.2 8.7
Progmor 14-15 year olds Boys 8.2 9.4
Girls 4*8 3*2
Boys and Girls 6.8 6.8
Hypothesis VUIf
The congruence will be even more marked when continuing in full-time 
education beyond eighteen is considered. Table 92 gives a comparison of 
Pupils’ and Perceived Parents’ Expectations for ’continuing beyond 18’ 
broken down by school, age and sex.
There is no appreciable difference between pupils* and parents’ 
expectations for the four year groups. Uhen sex is cqntrolled for, in all 
sub-groups, the boys have lower expectations for themselves than they believe 
their parents have for them, the greatest discrepancy being with the Tradley 
fourteen to fifteen year old boys. The girls have higher expectations, the 
greatest discrepancy being with Progmor twelve to thirteen year olds. The 
relationships between pupils* expectations and perceived parents’ 
expectations are displayed in more detailed graphical form in table 93.
The following groups have the greatest congruences
Tradley 2 Upper band boys
Tradley 4 Mid-band boys
Progmor 2 Upper band girls
Progmor 4 Mid-band boys
showing the smallest congruence are:
Tradley 2 Lower band girls
Tradley 4 Lower band girls
Progmor 2 Lower band girls
Progmor 4 Lower band boys
It appears that there is less congruence between pupils* and parents* wishes 
as one moves down the ability bands.
Hypothesis WHIf is only partially supported.
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6.2.2 Effects of Lev/el of Ability on Expectations
Tradley pupils were easily allocated to the three ability bands, Upper, 
Middle and Lower, as these formed the basis of the form groupings. The 
problem was more complex in Progmor as most subjects were taught across 
the ability bands, and there was very little end of term testing or ranking 
according to performance, such practices being considered contrary to the 
philosophy of the school. However, Progmor twelve to thirteen year olds 
were given marks for end of term mathematics tests and the writer received 
assurances from the Head of the Mathematics Department these were 
standardised scores. The pupils also had mathematics gradings on a five 
point scale for term work. Tables have been prepared based on both forms 
of classification. Progmor fourteen to fifteen year olds were set fairly 
tightly for Mathematics teaching. Sets 1 and 2 were considered suitable 
for *0® level candidates, Sets 3 and 4 for borderline ’0* level and good
CSE candidates, and Sets 5 and 6 for less able CSE candidates. For the
purpose of this analysis pupils in acts 1 and 2 have been designated *Upper 
Stream®, pupils in sets 3 and 4 *Middle Stream* and pupils in sets 5 and 6 
®Lower Stream*.
A series of diagrams is given in appendix 14. These show graphically 
Pupils* Preferred Leaving Age and Perceived Parents* Preferred Leaving Age, 
by School, Age, Sex and Ability Band. They allow a ready comparison of 
distribution between school groups., and between Pupils* Expectations and 
Perceived Parents* Expectations.
6.2.2.1 Pupils® Expectations - Hypothesis Vlllq
The pupils* level of ability will determine his expectations for 
*staying on*; the correlation will be.high at Tradley, but low at Progmor.
The diagrams in appendix 14 show visually that Tradley pupils in the upper
stream have a greater commitment to staying on beyond the statutory leaving
age than do those in the lower' streams. This is less marked for Progmor 
pupils; there are sizeable numbers expressing the intention to stay on across 
the ability bands.
Table 94 gives a quantitative analysis of pupils expectations for
1 staying on1 across school groups and ability bands and table 95 gives the 
expectations for Continuing beyond eighteen*. Expected frequencies (appearing 
in parentheses) have been determined from the DES Statistics for 1974/75.
The DES tables show that twenty one per cent of pupils in total stayed on 
beyond the statutory leaving age in this year. A % analysis shows that 
the influence of stream on ‘staying on* is significant at the 0.01 level 
for all four school groups. The necessity to collapse cells for statistical 
analysis have distorted the picture; the graphical representations appearing 
in appendix 14 are probably more meaningful in this context.
TABLE 94
PUPILS* EXPECTATIONS OF ‘STAYING ON1 IN RELATION TO DES NATIONAL STATISTICS 
CONTROLLING FOR SCHOOL, AGE AND ABILITY BAND
Expected Ability Band
Leaving
Aqe Hiqh Mid Low
Tradley 2 16 13 (47.4) 13 13.43) .15 (21.33)
Beyond 16 47 (12.6) 4 3.57) 12 ( 5.66)
t 2 = 129.29 P C  0.01
Tradley 4 16 14 (33.97) 25 26.86) 26 (25.28)
Beyond 16 29 ( 9.03) 9 7.14) 6 ( 6.72)
x.2 = 47.22 P C 0.01
Progmor 2 16 14 (20.54) 35 57.67) 17 (22.12)
Beyond 16 12 ( 5.46) 38 15.33) 11 ( 5.88)
X 2 = 25.19 P < 0.01
Progmor 4 16 22 (31.6) 34 41.08) 41 (43.45)
Beyond 16 18 ( 8‘4) 18 10.92 14 (11.55)
y 2  = 20.56 P < 0.01
Actual numbers are given in the table, expected frequencies 
given in parentheses.
are
Chi-squared qnalyses confirm there are significant differences across 
ability bands for all four sub-groups. A detailed comparison of the row 
figures with the expected frequencies shows that, for Tradley twelve to 
thirteen year olds, a disproportionate number of the High Ability group
expect to stay on; the Mid-band equate more closely with the national figures 
while the Lowest Band have higher expectations, although these are not so 
pronounced as they are for the High Band. For the Tradley fourteen to 
fifteen year olds, the same pattern obtains for the High Ability Band, but 
both the Mid and Low Ability Bands have expectations equating more closely 
with the national figures. At Progmor, the High Ability groups at both ages 
have higher expectations also, but the trend is less pronounced; the Mid 
and Lower Bands also have appreciably higher expectations than the national 
figures would indicate.
Table 95 gives the position when attention is concentrated on those 
indicating a wish to continue in education beyond the age of eighteen.
School Group
Tradley 2 ; Boys 
Tradley 2 : Girls 
Tradley 4 : Boys 
Tradley 4 : Girls 
Progmor 2 : Boys 
Progmor 2 : Girls 
Progmor 4 : Boys 
Progmor 4 : Girls
TABLE 95
PUPILS1 EXPECTATIONS OF "CONTINUING EDUCATION BEYOND 
EIGHTEEN1 BY SCHOOL. AGE. SEX AMD ABILITY BAND
Ability Band
Top
10
14
5
6 
3 
1 
3 
1
Mid Bottom Total
Nil 3 25.5
(13)
Nil 3 32.1
(17)
1 3 17.3
( 9)
Nil Nil 10.5 
( 6)
2 1 (+ Rem­
edial l)
11.1 
( 6)
5 1 9.6 
( 7)
2 2 8.2 
( 7)
1 1 4.8 
( 3)
The influence of band allocation on future expectations is very strong, and 
is more marked for Tradley pupils than for Progmor pupils, and in the latter 
case, more marked for boys than girls.
Hypothesis Vlllq is only partially supported. The band allocation has an 
effect on future expectations; it is less pronounced at Progmor than at 
Tradley.
6.2.2.2 Perceiv/ed Parents* Expectations - Hypothesis VIHh
The Perceived Parents* Expectations for *staying on* will be tied to 
level of ability. The effect will be much greater at Tradley than at 
Progmor. The relevant figures and analysis are given in table 96.
This table shows a comparable structuring to table 94. For Tradley twelve 
to thirteen year olds the Perceived Expectations are similar for the High 
Ability Band, slightly more pronounced for the Mid-ability Band and slightly 
less so for the Low Ability Band.
TABLE 96
PERCEIVED PARENTS* EXPECTATIONS OF *STAYING OH* COMPARED 
TO NATIONAL FIGURES, CONTROLLING FOR SCHOOL. AGE AND ABILITY BAND
Expected Ability Band
leaving
A Aqe
Tradley 2 16
High 
16 (47.4) 8
Mid
(13.43)
Low 
17 (21.33)
Beyond 16 44 (12.6) 9 ( 3.57) 10 ( 5.66)
2 = 129.29 **
Tradley 4 16 8 (33.97) 22 (26.86) 21 (25.28)
Beyond 16 35 ( 9.03) 12 ( 7.14) 11 ( 6.72)
^  2 = 56.82 **
Progmor 2 16 11 (20.54) 42 (57.67) 18 (22.12)
Beyond 16 15 ( 5.46) 3! (15.33) 10 ( 5.88)
%  = 57.99 **
Progmor 4 .16 21 (31.6) 36 (41.08) 40 (43.45)
Beyond 16 19 ( 8.4) 16 (10.92) 15 (11.55)
%  = 21.23
Expected' frequencies are given in parentheses
For Tradley fourteen to fifteen year olds the trend is stronger for all 
three bands, parents are perceived as having greater expectations than would 
be anticipated by reference to the national figures. For Progmor twelve to 
thirteen year olds, the balance between 'leavers' and 'stayers on1, is more
equable, but perceived expectations are somewhat higher for the High
Ability Band?and somewhat lower for the Mid Band, but similar for the Low
Band. For Progmor fourteen to fifteen year olds, the distribution is very
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similar to that for the pupil- expectations across ability bands.
The influence of banding on parental expectations is noticeable 
across all four school groups, it is more marked for the Tradley pupils 
than for the Progmor ones.
Hypothesis VIHh is only partially supported.
Hypothesis Villi
The evidence to support Hypothesis Villi will be examined in section 
6.3.4.
6.3 AID Analysis-of Interaction Effects - Future
Expectations
6.3.1 Interaction Effects of Seventeen Selected Variables
The desire to continue with education beyond the statutory leaving 
age would seem to indicate commitment to school and appreciation of what 
school has to offer. Interaction effects of seventeen selected variables 
with that of pupils1 Future Expectations were analysed by means of the AID 
computer programme. The tree diagrams built up from the computer output 
are given in Figure 10. Table 97 gives the terminal group characteristics, 
listed in order of means,for the whole sample and the four school groups.
The most important predictors,for the whole sample,forfstaying on^are perceived 
Parental Support, high Socio-Economic Status (47 of the 67 in Group 12 having 
fathers in Socio-Economic Class I), and the Status of the Family Residence 
(owner occupied). The most important predictors for leaving are lack of 
Parental Support and the Status of Family Residence (rented). An 
examination of sub-groups reveals that, for the twelve to thirteen year olds, 
the most important predictor for staying on is strong Parental Support.
For early leavers the most salient predictor is the perceived lack of 
Parental Support. Additionally, for the Tradley twelve to thirteen year 
olds,it is also high scores on the HSPQ Second Order Factor, Tough poise, 
while for the Progmor twelve to thirteen year olds,it is the Position in 
the Family (oldest or youngest) and high scores on the HSPQ Second Order 
Factor, Subduedness. A different set of predictors differentiatesthe 
Tradley and Progmor fourteen to fifteen year old groups. For Tradley 4, 
the staying-on group is differentiated from the leavers by a high 
placement on the Class Concomitants variable; additionally, for the 
leavers, the HSPQ Second Order Factor, Extraversion is important. For 
Progmor fourteen to fifteen year olds, the best rstaying-on* predictor 
in the HSPQ Second Order Factor, Tender-minded Emotionality, and for 
1leaving1 the best predictors are the opposite pole of the same factor,
*Tough Poisb1', 'low Ratings for Effort by Teachers^and the Status of the 
Family Residence (chiefly rented).
Figure ID Tree Diagram, Interaction Effects of Seventeen
Variables with Pupils1 Expectations, Total Sampte-,;:(
GROUP2 Social
Mean 1-03 Class
Rangel 'I t
N -120
GROUP 1 Parental
M ean 2-23 Support i
Range 1-36
N « 4-21
*37
GROUP 3 rkrantal
Mean 2 *63 
Range 1*17 
N * 9>61
Support
Coded values of variables for each split given in parentheses.;^;’*
no further splitting possible.
GROUP 12
Mean 0-&b 
Range, 0*86
^  OOUP18
an 1 * 64-
-runge MS 
^;r* 18
GROUP 12
Mean 1.51 
Range 1-Si 
M - 53
S O U P  19
^'^an 2-04*
i i s S e
C ^ OLiP to
2an2.1?> 
>nga 1*\9 
113
GROUP A-
Mean 2-48 
Range I • 19 
N* 294-
;§UJUP7  
in 2-7i 
'jga 1*13 
175"
GROUPS
Mean 3-23 
Range, 0*74* 
N = 6T

Table 97
Interaction Effects of Seventeen Selected 
Variables with Pupils* Future Expectations, Controlling for School and Age
(i) Total Sample. 
Terminal
Group No. Group Mean 
12 0.66
18
21
10
14
19
20
15
17
1.04
1.54
1.72
2.00
2.04
2.54
!.67
2.86
2.98
Characteristics of Terminal Groups
Parental Support, High, Socio-Economic Class, 
Mainly Professional
Parental Support, High,.Socio-Economic Class, 
Skilled. Manual and Non-Manual, - Teachers* 
Ratings on Behaviour, High
Parental Support, Mid and Low, Parental Support 
Mid, Class Concomitants, High and Mid, Size 
of Family, chiefly three or four siblings, 
Teachers1 Ratings on Effort, High, Ability- as 
per Il.S.P.Q. Factor B, High
Parental Support, Mid and Low, Parental Support 
Mid, Class Concomitant High and Mid, Size of 
Family, chiefly three or four siblings
Parental Support, Mid and Low, Parental Support 
Mid, Class Concomitants, Mid and Low, Tender- 
minded Emotionality, Status of Family Residence 
chiefly semi-detached dwelling, rented or 
owner-occupied
Parental Support, High, Socio-Economic Class, 
Skilled, Manual and Non-Manual, Teachers* 
Ratings on Behaviour, Low
Parental Support, Mid and Low, Parental Support 
Mid, Class Concomitants, High and Mid, Size 
of Family, chiefly one or two siblings, 
Teachers* Ratings of Effort, High, Ability as 
per H.S.P.Q. Factor B, Low
Parental Support, Mid and Low, Parental 
Support, Mid, Class Concomitants, Mid and Low, 
Tender-minded Emotionality, Status of Family 
Residence, chiefly ov/n or rented terraced 
dwelling
Parental Support, Mid and Low, Parental Support 
Mid, Class Concomitants, High and Mid, Size 
of Family, chiefly one or two siblings, 
Teachers* Ratings on Effort, Low
Parental Support, Mid and Low, Parental Support 
Mid, Class Concomitants, Mid and Low, Tough 
Poise
5 5.53 Parental Support, Mid and Low, Parental Support 
Mid and Low
312.
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.
Table 97 continued
ii) TRADLEY 2
Terminal 
Group No.
Group Mean 
(Pupils* Future) 
Expectations)
Characteristics of Terminal Groups
2 0 . 7 1 Parental Support, High t
4 2.00 Parental Support, Mid, Tender-minded 
Emotionality
5 3.00 Parental Support, Mid, Tough Poise
(iii)TRADLEY 4
Terminal 
Group No.
Group Mean 
(Pupils* Future 
Expectations
Characteristics of Terminal Groups
2 1.49 Class Concomitants, High and Mid
4 24.8 Class Concomitants, Mid and Low, Introversion
5 3.18 Class Concomitants, Mid and Low, Extraversion V
(iv) PROGMOR 2
Terminal 
Group No.
Group Mean 
(Pupils* Future 
Expectations)
Characteristics of Terminal Groups
2 1.21 Parental Support, High
4 2.12 Parental Support, Mid, Position in family, Only 
Child op Oldest
7 2.48 Parental Support, Mid, Pos. in fam. Youngest or flic/ 
■ Independence •
6 2.98 Parental Support, Mid, Pos. in fam. Youngest or Mid 
Subduedness. - ■
(\j) PROGMOR 4
Terminal 
Group No.
Group Mean 
(Pupils* Future 
Expectations)
Characteristics of Terminal Groups
2 1.94 Tender-minded Emotionality
4 2.15 Tough Poise, Teachers* Ratings on Effort, High
6 2.56 Tough Poise, Teachers* Ratings on Effort, 
Low, Status of Family Residence, chiefly 
owner-occupied
7 3.30 Tough Poise, Teachers* Ratings on Effort,
Low, Status of Family Residence, chiefly rented
6.3.2 Interaction Effects of Home Variables
The interaction effects of the five Home variables, Social Class, 
Family Size,.Status of Family Residence, Parental Support and Class 
Concomitants, with Pupils* Future Expectations was analysed using the 
AID computer programme. The characteristics of the terminal groups are 
listed,in rank order of means for each sub-group,in table 98. Those 
in both twelve to thirteen year old sub-groups who report a desire to 
continue beyond the statutory leaving age also reported experiencing 
strong Parental Support. The best predictors for *leaving* was a low 
position on the Parental Support variable. In addition,for Tradley 2,
Status of Family Residence was a predictor (dwellings other than semi­
detached, both rented and owner-occupied) while for the Progmor 2 the best 
*leavincf predictors were a low position on the Class Concomitants 
variable. The distinguishing predictor for Tradley 4 was the Class 
Concomitants variable, while for Progmor 4 it was Status of Family 
Residence - the majority with high expectations lived in owner-occupied 
semi-detached houses, while the majority with low expectations lived in 
rented dwellings. Size of Family was a predictor for the lowest scoring 
group - the majority being the youngest in the family. The Class
Concomitants variable was also a predictor of low scores on this
dependent variable.
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Table 98
’ Interaction Effects of Home Variables with 
Pupils* Expectations, Controlling for School and Age
) TRADLEY 2
. Group Mean
— — - (Pupils* Future Characteristics of Terminal Groups
■Gr°yP. No- Expectations) ~   ~ -----
2 0 . 7 1 Parental Support, High.
4 2.04 Parental Support, Mid, Status of Family 
Residence, semi-detached dwelling, rented 
or owner-occupped
5 2.79 Parental Support, Mid, Status of Family 
Residence, Dwellings other than semi-detaohed, 
both rented or owner-occupied
i) TRADLEY 4
Terminal 
Group No.
Group Mean 
(Pupils* Future 
Expectations
Characteristics of Terminal Groups
2 1.49 Class Concomitants, High or Mid
3 2.85 Class Concomitants, Low or Mid
ii) PROGMOR 2
T erminal 
Group No.
Group Mean 
(Pupils* Future 
Expectations)
Characteristics of Terminal Groups
2 1.21 Parental Support, High
4 2.29 Parental Support, Mid, Class Concomitants, 
High or Mid
5 2.80 Parental Support* Mid, Class Concomitants, 
Low or Mid, Best Predictor beyond:
Social- Class
\j) PROGMOR 4
Terminal 
Group No.
Group Mean 
(Pupils* Future Characteristies of Terminal Groups
Expectations)
2 2.18 Status of Family Residence, chiefly owner- : 
occupied, semi-detached dwellings
4 2.31 Status of Family Residence, chiefly rented, Size 
of Family, chiefly three or four siblings
6 2.70 Status of Family Residence, chiefly rented, Size 
of Family, chiefly one or two siblings, Class 
Concomitants, Mid and High
7 3.0 Status of Family Residence, Chiefly rented, Size 
of Family, chiefly one or two siblings, Class 
Concomitants, Mid
6.3.3 Interaction Effects of School Variables
The interaction effects of Pupils1 Future Expectations with the six 
school variables, Rate of Absenteeism, Ability Level as Measured by HSPQ 
Factor B, Mathematics Mark and Teachers* Ratings on Ability, Effort and 
Behaviour were analysed, using the AID computer programme. The listing 
of the characteristics of terminal groups in rank order of means is 
given in table 99. For . Tradley 2, the Mathematics Mark differentiated 
those pupils who expressed a desire to *stay on* from those who wanted to 
leave. Low scores on the HSPQ source trait, Intelligence, was a predictor 
for the *leaving*group. Teachers* Ratings figured as predictors for the 
other three sub-groups. For Tradley 4,the best predictor for * staying on* 
was the Teachers* Ratings on Ability, and additionally,for the lowest 
group, the best predictor for leaving was the Degree of Absenteeism. Of 
this latter group fourteen had recorded absences of six to ten per cent, 
nine, eleven to fifteen per cent and two,sixteen to twenty per cent.
For Progmor 2,the Teachers* Ratings on Behaviour differentiated the 
*staying on* groups and,additionally,the Teachers* Ratings on Effort,
Degree of Absenteeism also differentiated the group with the lowest 
expectations; in this group fifteen had recorded absences of six to ten 
per cent, eight, eleven to fifteen per cent and five more than twenty 
per cent. For Progmor 4,the Teachers* Ratings on Effort was the best 
predictor. Additionally,the Teachers* Ratings on Behaviour, and Degree 
of Absenteeism,differentiated the lower group with the lowest expectations. 
In this group,thirty three had recorded absences of 0 - 5 per cent, 
twenty three had 11 - 15 per cent and nine had greater than 20 per cent.
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Table gg
,1 " Interaction Effects of School Variables with Pupils*
Expectations , Controlling for School and Age
TRADLEY 2 (N = 101)
Terminal 
Group No.
Group Mean 
(Pupils* Future Characteristics of Terminal Groups
Expectations)
3 0.98 Mathematics Mark, High
5 1.69 Mathematics Mark, High, Ability as per 
HSPQ ■ Factor B, High
4 2.77 Mathematics Mark, Low, Ability as per H.S.P.Q. : 
Factor B, Low
TRADLEY 4 (N = 100)
Terminal 
Group No.
Group Mean 
(Pupils* Future
Expectations
Characteristics of Terminal Groups
2 ' 1.49 Teachers* Ratings on Ability, High
4 2.36 Teachers* Ratings on Ability, Low, Absenteeism, 
chiefly less than six per cent
5 3.12 Teachers* Ratings on Ability, Low, Absenteeism, 
greater than six per cent ,:
PROGMOR 2 (N = 136)
Terminal 
Group No.
Group Mean 
(Fupils* Future 
Expectations
Characteristics of Terminal Groups
6 1.77 Teachers* Ratings on Behaviour, High, Teachers* 
Ratings on Effort, High
7 2.24 Teachers* Ratings on Behaviour, High, Teachers* : 
Ratings on Effort, Low
4 2.25 Teachers* Ratings on Behaviour, Low, Absenteeism 
less than siz per cent
5 2.89 Teachers* Ratings on Behaviour, Low, Absenteeism 
greater than six per cent
PROGMOR 4 (N = 144)
Terminal 
Group No.
Group Mean
(Pupils* Future Characteristics of Terminal Groups
Expectations)
2 2.11 Teachers* Ratings on Effort, High
4 2.38 Teachers* Ratings on Effort, Low, Absenteeism, 'p r 
chiefly between six and ten per cent
5 3.00 Teachers* Ratings on Effort, Low, Absenteeism,
chiefly less than six per cent or "between 
eleven and fifteen per cent (N = 33» N = 23 
respectively)
6.3.4 Interaction Effects of Personality Characteristics
A meaningful analysis of interaction effects, by means of the AID 
couputer programme, was only possible for HSPQ Second Order Factors.
The tree diagrams developed from the computer output are given in figure 
11 and the listing of characteristics of terminal groups in table 100. 
Group statistics are given in table 101.
The best predictor for high aspirations^for both’Tradley groups,is 
the HSPQ Second Order factor of Adjustment, and that for low aspirations, 
the opposite pole of Anxiety. At Progmor, Introversion - 
Extraversion discriminates for the younger group while the Tender-minded 
Emotionality - Tough Poise dimension discriminates for the older group.
A comparison of these results with those for MAIS Total Scores 
(see section 5.6.4) reveals that the personality characteristics which 
predict high school commitment are not necessarily the same as those 
which predict a desire to *stay on*.
Hypothesis VIIIi is not supported.
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TABLE 100
INTERACTION EFFECTS OF HSPQ SECOND ORDER FACTORS
WITH PUPILS1 EXPECTATIONS, CONTROLLING FOR SCHOOL AND AGE
Terminal 
Group No.
(i) Tradley 2
2
4
5
(ii) Tradley 4
4
5
3
(iii)Proqmor 2
7
6
4
5
(iv) Progmor 4
2
7
8
6 
9
Characteristics of Terminal Groups 
Group Mean
1.00
1.79
2.24
1.63
2.35
2.68
1.68
2.16
2.26
2.85
1.94
2.21
2.74
2.77
3.30
Adjustment
Anxiety, Tender-minded Emotionality 
Anxiety, Tough-Poise
Adjustment, Introversion 
Adjustment, Extraversion 
Anxiety
Introversion, Tough Poise 
Introversion, Tender-minded Emotionality 
Extraversion, Tender-minded Emotionality 
Extraversion, Tough Poise
Tender-minded Emotionality 
Tough Poise, Adjustment, Independence 
Tough Poise, Anxiety, Introversion 
Tough Poise, Adjustment, Subduedness 
Tough Poise, Anxiety, Extraversion
TABLE 101
INTERACTION EFFECTS, HSPQ SECOND ORDER FACTORS WITH 
PUPILS1 EXPECTATIONS. GROUPISTATISTICS
School Group
Tradley 2 (N = 101) 
Tradley 4 (N = 100) 
Progmor 2 (N = 136) 
Progmor 4 (N = 144)
Group 1 Mean 
Pupils* Future 
Expectations
1.73
2.21
2.27
2.57
Standard Deviation
1.50
1.40
1.24
1.21
6.4 Multiple Regression Analysis of Interaction
Effects. Pupils1 Expectations
The data was analysed, using the SPSS Sub-program Regression, as 
described in section 5.4. Summary tables of the output are available 
on request. Extracts of the various analyses are given in the 
relevant sections below.
6.4.1 Interaction Effects of Seventeen Selected Variables
Copies of the summary tables of the multiple regression analyses for the 
four school groups, Tradley 2, Tradley 4, Progmor 2 and Progmor 4 are 
available'on request.
Table 102 lists the variables for each school group which account for 
most of the variance,and the correlation coefficients.
TABLE 102
CORRELATIONS OF SIGNIFICANT PREDICTORS WITH PUPILS1
EXPECTATIONS
Significant Variables Correlation Coefficients
(i) Tradley 2
Parental Support 
Family Size
0.81
0.35
(ii) Tradley 4
Parental Support 
Class Concomitants
0.71
0.43
(iii)Progmor 2
Parental Support 0.67
• (iv) Progmor -4-
Parental Support 0.85
6.4.2 Interaction Effects of Home Variables
The regression equationnfor Home Variables Effects and percentage 
variance explained are,.given, in table 103. .
-- TABLE 103
PUPILS EXPECTATIONS. REGRESSION EQUATION. HONE EFFECTS. CONTROLLING FOR SCHOOL 
TRADLEY 2 Pupils* Puture Expectations = 0.45 Parental Support ft. A-^IL
Explains 65.5 per cent of the variance
Other variables explain additional 0.3 per cent
Second Variable entered; Size of Family 
Constant = -0.68.
) TRADLEY 4 Pupils* Future Expectations = 0.42 Class Concomitants
Explains 72 per cent of the variance
Other variables explain additional 3 per cent
Second variable entered; Social Class 
Constant =1.5.
i) PROGMOR 2 Pupils* Future Expectations = 0.32 Parental Support
Explains 51*1 Per cent of the variance
Other variables explain additional 5 per cent
Second variable entered; Status of Family Residence 
Constant = - 1.1.
) PROGMOR 4 Pupils* Future Expectations = 0.33 Parental Support
Explains 45*2 per cent of the variance
Other variables explain additional 1.3 per cent
Second variable entered; Position in family
Constant =0.21.
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6.4.3 Interaction Effects of School Variables
The regression equations for School Variables Effects and percentage 
variance explained are given in table 104.
TABLE-104 —  _PupilsT Expectations, Regression Equations 
School '.Effects • Controlling for School and Age
(i) TRADLEY 2
Pupils1 Future Expectations = -0.02 Mathematics Mark
0.31 Teachers* Ratings on Behaviour 
-O.5O Teachers' Ratings on Ability 
-0.28 Ability as per H.S.P.Q. B 
0.20 Teachers' Ratings on Effort 
0.01 X?sen?eeism
+4 . 6 9
Explains 19 per cent of the variance
(ii)TRADLEY 4
Pupils* Future Expectations = 0.38 Teachers' Ratings on Ability
Rate of 
-0.02 Absenteeism
-0.02 Mathematics Mark
0.11 Teachers* Ratings on Behaviour
-0.13 Ability as per H.S.P.Q. B
0.10 Teachers' Ratings on Effort
+0.04 *
Explains 16,6 per cent of the variance
( i t i . EROGMOR 2
Pupils' Future Expectations » 0,20 Teachers* Ratings on Behaviour
-0.01 Mathematics Mark 
0.01 Absenteeism
0.13 Teachers' Ratings on Effort
-0.06 Teachers* Ratings on Ability
+1.93
Explains 7*3 per cent of the variance
F-level too low for 'H.S.P.Q. B* to be entered into the equation
(iv)PR0GM0R_4...., .
Pupils' Future Expectations = 0.28 Teachers* Ratings on Effort
-0.02 Mathematics Mark
-0.09 Teachers* Ratings on Behaviour
-0.05 Teachers* Ratings on Ability
Rate of 
-0.01 Absenteeism
Explains 9*2 per cent of the variance
F-level foo low for 'H.S.P.Q. B* to be entered in the equation
6.4.4 Interaction Effects of Personality Characteristics
The order of significance of HSPQ First Order Factors as predictors 
for Pupils1 Expectations, for the four school groups, is given in table 
105.
TABLE 105
HSPQ FIRST ORDER PREDICTORS FOR PUPILS* EXPECTATIONS
School Group Variables in order of significance Percentage Variance
____________________________as Predictors_______ Explained______
Tradley 2 B+, A+, D-, E+, F- 16.0#
Tradley 4 G+, B+, F-, I-, 3 - 19.1#
Progmor 2 o-, 3+, Q3+, I+, A+ 10.0#
Progmor 4 G+, Q3+, 3+, Q2-, H+ 12.9#
The regression equations and percentage variance explained by the HSPQ 
Second Order Factors are given in table 106.
TABLED 106
PUPILS1 EXPECTATIQNS,REGRESSlriN'EQUATION.
PERSONALITY EFFECTS, .CONTROLLING FOR SCHOOL AND AGE. .
i) TRADLEY 2
Pupils* Future Expectations = 0,08 Factor QJI, Adjustment
0.21 Factor QJII, Tender-minded Emotionality 
0.12 Factor QJEV, Subduedness
0.04 Factor QJ, Introversion
-0.56
Explains 15.2 per cent of the variance
ii) TRADLEY 4
Pupils* Future Expectations = 0.51 Factor QJI, Adjustment
0,17 Factor QJ, Introversion
0.18 Factor QTV, Subduedness
-0.10 Factor QJII, Tender-minded Enotionality 
-1.29
Explains 11.5 per cent of the variance
‘ii) PROGMOR 2
Pupils* Future Expectations = 0.21 Factor QII, Adjustment
0.20 Factor QJII, Tender-minded emotionality 
-0.15 Factor QIV, Subduedness
+1.16
F-level too low for * Factor QI* to be entered in the equation
Explains 6 . 7 per cent of the variance
iv) PROGMOR 4
Pupils* Future Expectations = 0.07 Factor QI, Introversion
0.09 Factor QJI, Adjustment
0.20 Factor QJ.II, Tough-minded emotionality
-0.18 Factor QIV, Subduedness
+1.67
Explains 9*5 per cent of the variance
6.5 AID Analysis of Interaction Effects - Perceived
Parents Expectations
6.5.1 Interaction Effects of Seventeen Selected Variables
Pupils who perceive that their parents wish them to continue in 
education beyond the statutory leaving age,to the extent that they 
internalise the views of parents, will express a greater commitment to 
school. Interaction effects of seventeen selected variables with 
Perceived Parents* Expectations were analysed by means of the AID Computer 
Programme. Figure 12 gives the tree diagram derived from the computer 
output and-table 107 gives the terminal group characteristics listed,in 
rank order of means;for the total sample;and four school groups. The 
results show that,for the total sample, the most salient predictors are 
the Perceived Support of Parents,and good performance in Mathematics.
An examination of the output for the sub-groups, shows that high Parental 
Support differentiates the *stayers-on* for the two twelve to thirteen 
year old sub-groups. Positive scores on the Class Concomitants variable 
differentiates the 'stayers-on' for the two fourteen to fifteen year old 
sub-groups. In addition, for Progmor 4, high scores on the HSPQ Second 
Order Factor, Independence, is a salient variable. For the twelve to 
thirteen year olds, the lowest scoring group on the leaving variable are 
differentiated by lower Parental Support, a lower position on the Class 
Concomitants variable,and,additionally,for the Progmor 2 group, Social 
Class III grouping of father. For the fourteen to fifteen year olds, 
the differentiating variables for the 'leavers* are low position on the 
Class Concomitants variable, Status of Family Residence, and additionally, 
for Progmor, high scores on the HSPQ Second Order Factor Anxiety. For 
Tradley,the Status of Family Residence score for the 'leavers' is low 
but for Progmor less so (see separate breakdown in table 107).
/ , y*
$: U'i
v .. ■ • •
/ v/fv
r - w- ' \-i-s
Figure 12, Tree Diagram, Interaction Effects of Seventeen 5ele;G 
Variables with Perceived Parents' Expectations,(Total Sample
GROUP 1 Parental
Mean Cl -IS Support
Ranqe I-52>
M 3 5oo
GROUP 2
Mean 0-70 Maw\s Mavk(
Range/ Q'&S
M =120 .
*
Gest
PredioVuf 
Parenta\ 
Sopport
GROUP a
Mean 2-77 
Range MS
i P i S i
Chis 
Con cnnrutankj*
Teachers 
Ravioas on 
EffortM s a<ZQ
» ! » »
i v
T‘;
Coded values of variables for each split given in parentheses. ^ $ $ # . ~
*■ : l\lo further splitting possible.
\*'L
• ViY;A/.\
11
>
i
i 331.
<
Table 107
. Interaction Effects of Seventeen Selected
Variables with Perceived Parents* Future Expectations^
Controlling for School and Age 
i) TOTAL SAMPLE (N = 500)
'Permjnal ,Gro.uJ M.eaff
t, '-rr- (Perceived Parents* Characteristics of Terminal Groups
Ssap. «p.» K » te e '^ e c ta tl^ 3-) ----------------- ;-------------- -----------
13 0.50 Parental Support, High, Mathematics Mark,
High, Best predictor beyond, Class 
Concomitants
12 1.14 Parental Support, High, Mathematics Mark, Low
11 1,38 Parental Support, Low, Class Concomitants,
High and Mid, Teachers* Ratings on Effort, 
High, Ability as per H,S.P.Q. Factor B, High
10 2.16 Parental Support, Low, Class Concomitants,
High, and Mid, Teachers* Ratings on Effort, 
Low, Ability as per H.S.P.Q. Factor B, Low
9 2.40 Parental Support, Low, Class Concomitants,
High and Mid, Teachers* Ratings on Effort, Low
6 2.97 Parental Support, Low, Class Concomitants,
Mid and Low, Parental Support, Mid, Best 
Predictor beyond, Status of Family Residence .
7 3.57 Parental Support, Low, Class Concomitants,
Mid and Low, Parental Support, Mid and Low, 
Best Predictor beyond, Status of Family 
Residence
(ii)TRADLEY 2 (N = 103)
Terminal firoW>. M.**8”
-— p-.— . (Perceived Parents’ Characteristics of Terminal Groups 
£S°HEJ!°- Future Eroeot^tl^sl
2 O . 64 Parental Support, High
4 1.88 Parental Support, Mid and Low, Class
Concomitants, High and Mid
5 3*20 Parental Support, Mid and Low, Class
Concomitants, Mid and Low
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TABLE 107 continued
Li) TRADLEY 4 (N = 109)
„ . Group MeanTSTTm T1S.1     ■ ■ "■
---- — r- (Parents* Perceived Characteristics of Terminal Groups
fisawp-Sfr  : :
2 1.11 Class Concomitants, High and Mid
4 2.21 Class Concomitants, Mid and Low, Status 
Family Residence (see breakdown below)
of
5 3.32 Class Concomitants, Mid and Low, Status of
Family Residence (see breakdown below)
GROUP 4 formed from split on Status of Family Residence, composition 
as follows:
N Type of dwelling 
10 Rented semi-detached house 
8 Owner-occupied semi-detached house
5 Rented detached house or bungalow 
5 Owner-occupied detached house or bungalow
GROUP 5 formed from split on Status of Family Residenoef composition as
follows ••
N Type of dwelling
1 Rented flat
16 Rented terraced house
6 Owner-occupied terraced house
11 Missing data
iv) PR0GK0R 2 (N = 141) 
m • Group Mean
_ermina (Perceived Parents* Characteristics of Terminal Groups
a ggaP.No. Future Expectations)
2 0.94 Parental Support, High
4 2.13 Parental Support, Mid and Low, Class
Concomitants, High and Mid
6 2.00 Parental Support, Mid and Lot/, Class
Concomitants, Mid and Low, Socio-Economic 
Class, Semi-skilled, Unskilled and 
Unclassified
7 3.47 Parental Support, Mid and Low , Class
Concomitants, Mid and Low, Socio-Economic 
Class, Chiefly Skilled Manual and Non-Manual
Table 107 continued
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f) PROGMOR 4 (N s 147)
_ . _ Group MeanTerminal   * ■ ■ ■ ■ -
■= rr- (Parents* Perceived Characteristics of Terminal Groups
£S2SEji°. ^ ture Expectations) ~
5 1.68 Class Concomitants, High and Mid, Second
Order Factor on H.S.P.Q., Independence
4- 2.15 Class Concomitants, High and Mid, Second
Order Factor on H.S.P.Q., Suhduedness
6 2.67 Class Concomitants, Mid and Low, Status of
Family Residence, chiefly rented
8 3»04 Class Concomitants, Mid and Low, Status of
Family Residence, chiefly owner-occupied, 
Second Order Factor on H.S.P.Q., Adjustment
9 3«36 Class Concomitants, Mid and Low, Status of
Family Residence, chiefly owner-occupied, 
Second Order Factor on H.S.P.Q., Anxiety
6.5.2 Interaction Effects of Home Variables
The interaction effects of Perceived Parents1 Expectations of Leaving 
Age and the five Home Variables, Social Class, Family Size, Status of 
Family Residence, Parental Support and Class Concomitants were analysed 
using the AID computer programme. The characteristics of the terminal 
groups are listed in rank order of means for each sub-group in table 108. 
Those perceiving their parents as wishing them to continue in education in 
both twelve to thirteen year old groups were differentiated by reported 
strong Parental Support, those wanting to leave as soon as possible reporting 
low Parental Support and also a low position on the Class Concomitants 
variable. Additionally, and somewhat surprisingly}Progmor 2 low scores 
were also differentiated by having fathers mostly who were classified as 
(33 out of 45 in the group) skilled manual workers. The best predictor 
for rstaying on* for Tradley 4 was a high position on the Class Concomitants 
variable, '•leavers* having a low position on this variable*, most of the 
pupils forming this group lived in rented terraced houses, or had 
omitted to supply data. The same predictors differentiated the fourteen 
to fifteen year olds at Progmor, but the class of residence was higher.
The majority came from owner-occupied or rented semi-detached houses,or 
owner-occupied terraced houses. A large number of pupils had omitted to 
supply data in this terminal group (see separate breakdown in table 108 ).
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Table 108
Interaction Effects of . Home .■ .» Variables with 
Perceived Parents* Future Expectations. Controlling for School and Sex
TRADLEY 2 (N =? 103) 
m ■ Group Meanl fivrm mi ■ i ■ ■' *  ..
—----- —  (Perceived Parents* Characteristics of Terminal GroupsffrOUJDjjO. ------------------------------
2 0.64 Parental Support, High
4 1.88 Parental Support, Mid and Low, Class
Concomitants, High and'Mid
3 3.20 Parental Support, Mid and Low, Class
Concomitants, Mid and Low
) TRAPLEY 4 (N = 109) 
Terminal
Group Mean
(Perceived Parents* Characteristics of Terminal Groups 
G'rouP No- Future toeotatl^s) --------- ! '
2 1.11 Class Concomitants, High and Mid
4 2.21 Class Concomitants, Mid and Low, Status of
Family Residence, chiefly own detached or 
semi-detached dwelling, or rented detached 
or semi-detached dwelling
5 3*32 Class Concomitants, Mid and Low, Status of
Family Residence, chiefly rented terraced 
house (see breakdown below)
GROUP 4 formed from split on Status of Family Residence, composition 
as follows:
N Type of dwelling
10 Rented semi-detached house
8 Owner-occupied semi-detached house
5 Rented detached house or bungalow
5 Own detached house or bungalow
GROUP 5 formed from split on Status of Family Residence, composition 
as follows:
N Type of dwelling
1 Rented flat
16 Rented terraced house
6 Own terraced house
11 Missing data
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Table 108 continued
i) PROGMOR 2 (N = 141)
Group Mean
I * PTtni m o  I i jl !■■■ mil i
 rr~ (Perceived Parents* Characteristics of Terminal Groups
Gl?uP Mo- Future Expert atgSd ---!---------------- !-------------
2 0.94 Parental Support, High
4 2.13 Parental Support, Mid and Low, Class
Concomitants, High and Mid
6 3*00 Parental Support, Mid and Low, Class
Concomitants, Mid and Low, Socio-Economic 
Class, Semi-skilled,*Unskilled and Not 
Classified
7 3*47 Parental Support, Mid and Low, Class
Concomitants, Mid and Low, Socio-Economic 
Class, chiefly Skilled Manual
g PROGMOR 4 (N = 147)
m * v  Group Mean
(Perceived Parents* Characteristics of Terminal Groups
■^ 0UP NoJ Firture~^Kpectations) ---------- !---------------- ----
2 1.92 Class Concomitants, High and Mid
4 2 . 6 7 Class Concomitants, Mid and Low, Status of
Family Residence, chiefly rented terraced house
5 3.20 Class Concomitants, Mid and Low, Status of
Family Residence, chiefly rented semi-detached: 
house or owner-occupied semi-detached house 
or terraced (see breakdown below)
GROUP 4 formed from split on Status of Family Residence, composition 
as follows:
N Type of dwelling
1 Own flat
3 Rented detached house or bungalow
2 Rented flat
37 Rented terraced house
GROUP 5 formed from split on Status of Family Residence, composition 
as follows:
N Type of dwelling
1 Ov/n detached house
13 Rented semi-detached house
17 Own semi-detached house
12 Own terraced house
8 Missing data
6.5.3 Interaction Effects of .School Variables
The interaction effects of Perceived Parents1 Expectations of Leaving 
Age and the six School Variables, Rate of Absenteeism, Ability as 
measured by HSPQ Factor B, Mathematics Mark, Teachers* Ratings on Ability, 
Effort and Behaviour were analysed, using the AID computer programme.
The characteristics of the terminal groups are listed, in rank order of 
means ,for each sub-group in table 109. The best predictor for both Tradley 
sub-groups who perceived their parents as wishing the m to ‘stay on* was the 
score on the HSPQ primary factor, Intelligence. In addition, a low 
Mathematics Score differentiated those who perceived their parents as 
having low Expectations^for Tradley 2, while the Rate of Absenteeism 
differentiated the 'perceived leavers' of Tradley 4. The majority of this 
low expectancy group have recorded absences of between six and ten par cent. 
The best predictor of High Expectancy for Progmor 2 is the Mathematics 
mark. In addition the Teachers' Ratings on Behaviour differentiates the 
Low and next Low Expectancy group. For Progmor 4,the Teachers' Ratings on 
Effort are the best predictors. The variable, Rate of Absenteeism, is 
also important in differentiating those who perceive their parents as 
having Low Expectations for them. Of this group nine have recorded 
absences greater than twenty per cent and twenty three have recorded 
absences of between eleven and fifteen per cent.
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T.able ipg
•l ‘ Interaction Effects of School Variables with 
Perceived Parents* Future Expectations, Controlling for School and Age
TRADLEY 2 (N = 1Q5)
. , Group MeanI L »■■.—■— ■*» —   ■ ■ #
---- :— 7T- (Perceived parents' Characteristics of Terminal Groups
■G-r-° ^  1)0 • Future Exuecta'tions) ----  ^
3 1.23 Ability, High, as per H.S.P.Q., Factor B
5 1.77 Ability, Low, as per H.S.P.Q., Factor B,
Mathematics Mark, High'
4 2.62 Ability Low, as per H.S.P.Q., Factor B,
Mathematics Mark, Low
) BRADLEY 4 (N = 109)
Group Meani VI ^  1 ■ iM .. .i ■ i. i.
--(Perceived parents* Characteristics of Terminal Groups
group.,Ho. Future Expectations)
3 1.30 Ability, High, as per H.S.P.Q., Fa dot B
4 2,02 Ability, Lot/, as per H.S.P.Q., Factor B,
Absenteeism, chiefly less than six per cent
5 2.84 Ability, Low, as per H.S.P.Q., Factor B,
Absenteeism greater than six per cent
ii) PROGMOR 2 (N « 141)
_ . Group Mean
(Perceived parents* Characteristics of Terminal Groups
Gr.0UP No. Future Expectations)
3 2.00 Mathematics Mark, High
4 2.41 M athemati c s M ark, 
Behaviour, High
Low, Teachers* Ratings on
5 2.76 Mathematics Mark, Low, Teachers* Ratings on
Behaviour, Low, Best Predictor beyond is
M at It em at i c s M ark
iw) PROGMOR 4 (N =» 147)
m • Group Mean
-.ermin^ (perceived Parents* Characteristics of Terminal Groups
S2HEJJ0- Future toeotitl^s)
2 --- - 2.17 Teachers* Ratings on Effort, High
4 2.36 Teachers* Ratings on Effort, Low, Absenteeism,,
between six and ten per cent
6 2.81 Teachers* Ratings on Effort, Low, Absenteeism,
below six per cent or above ten per cent,
Absenteeism chiefly below six per cent
7 3.13 Teachers* Ratings on Effort, Low, Absenteeism
below six per cent or above ten per cent,
Absenteeism above ten per cent
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6.6 Discussion of Results. Pupils' Expectations and Perceived
Parents* Expectations
6.6.1 Interaction Effects of Selected Variables
The AID and MR analyses are in agreement for both second year groups with 
Parental Support as the salient predictor. In the early stages at secondary 
school, when new allegiancies are being formed and new experiences are being 
presented, a sense of having strong support from parents may assist these 
twelve year olds in their adjustment to school, and in establishing high 
aspirations for the future.
The MR analysis indicates that Parental Support exerts the greatest 
influence for the two fourth year groups also, but the AID analysis gives 
preference to the Class Concomitants index for Tradley 4 and to the HSPQ 
Second Order factor of Tender-minded Emotionality for Progmor 4. Group 2 
mean for Progmor 4 is higher than for any of the other groups, indicating 
the low expectancy of this group. Other variables may become equally 
significant when the level of expectation is so low, e.g. Status of 
Family. Residence. Progmor 4 is the only group for which Teachers' Ratings 
are salient discriminators.
Table 107 shows that Parental Support is also salient for the 
Perceived Parental Expectations score for the second year pupils, and Class 
Concomitants for the fourth year pupils. The material conditions which 
generally accompany a higher social standing appear to be more important 
at 14 than at 12.
6.6.2 Interaction Effects of Home Variables
The pattern is similar to that outlined in section 6.6.1. The MR 
analysis confirms the AID analysis that Parental Support is salient for 
both second year groups. Class Concomitants is more significant for 
Tradley 4, while the position of Progmor 4 is less defined. The MR 
analysis emphasises the significance of Parental Support whereas the AID 
analysis suggests that Status of Family Residence is most important. The 
overall results confirm that Parental Support is extremely important.
It seems to make less impact for the Progmor 4 group,whose aspirations 
are considerably below the other three school groups.
The interaction pattern is very similar for Perceived Parental 
Expectations with the exception that Class Concomitants become more salient 
for Progmor 4. - Pupils who are less committed may more clearly perceive 
the wishes of their parents if they are reinforced by better material 
standards in the home. The message of expectation may be signalled 
more clearly. Group 2 means show clearly that Tradley parents are seen 
to have much higher expectations than Progmor ones^and parents of second 
years higher than fourth years.
6.6.3 Interaction Effects of School Variables
MR analyses confirm the findings from the AID analyses. For Tradley 2, 
the important predictors are attainment in mathematics,and level of ability 
and, for Tradley 4, the teachers* ratings of ability. The messages 
disseminated by the school and the teachers confirm the successful ones in 
their higher aspirations for the future. The teachers1 evaluations appear 
to be more significant for Progmor pupils. For Progmor 2 it .is their evaluation 
of Behaviour, for Progmor 4, that of Effort which predict future aspirations.
To this extent, Progmor appears to be succeeding in offering support to 
those who might be labelled as less able (in conventional terms) or less 
well-endowed.' The elitist system is being eroded, or at least as far as 
expectations are concerned. It could be classed as a more mature form of 
assessment, to be aware of»and to value commendation for effort put into work 
rather than for good behaviour.
Absenteeism is an important discriminator for all groups except 
Tradley 2. This is understandable^for those who have lower aspirations 
may be prepared to truant, or absent themselves;for trivial reasons.
The results in table 109 signal a very clear message. Those'who are 
able^and have evidence of high attainment; perceive their parents has 
having high aspirations for them. The circularity of this is evident - 
does academic success secure parental backing or does the reverse operate?
It is more probable that there is a spiralling interaction effect. The 
pattern only diverges for Progmor 4. Here parents are seen to have high 
aspirations by pupils who are rated high on effort by teachers. Conversely, 
the ones who believe their parents have low aspirations absent themselves 
more than do the others.
6.6.4 Interaction Effects of Personality Characteristics
a) HSPQ First Order Factors The results of the regression analysis are 
given in table 106. It might be instructive to compare them with the 
results in table 85;which gives the HSPQ First Order prediction for MAIS 
total scores^to establish whether there is some relationship between the 
personality syndrome which distinguishes those with high commitment to school
and those with high aspirations for the future .Table 110 provides a
summary of the data, showing which traits have been found significant in the
present study, and which have been reported by Child (1977).
TABLE 110
COMMONALITY OF HSPQ FIRST ORDER FACTORS AS PREDICTORS
First Order 
Trait
as significant predictor for attainment,
a) for MAIS Scores b) for Pupils1 c) in research as
Expectations reported by
_______________________________________Child (1977)
Warmheartedness (A+) 
Soberness (F-)
. Ability (B+JL . 
Conscientiousness (G+)
T2 P2
T2
T2 P2
T2 T4 
T2 T4 
T4 P4 
P2, P4
T4 P2
All
Circumspect Individualism(3+)
Adventurous (H+)
(0- for T4) 
P4
There is an apparent contradiction in Tradley 2 results. Both Undemon­
strativeness and Assertiveness emerge as important traits. It is easy 
to accept that the restrained, less excitable pupil would be accepted and 
therefore would feel confident at Tradley. However, anyone too assertive, 
especially in the first year in the school; would be frowned upon. Perhaps 
this characteristic enables them to over-ride the effects of the restrictive 
environment and to be determined about the future. Somewhat surprisingly 
also, the characteristic of tough mindedness is important for Tradley 4 
pupils. This degree of separation from !the good pupil* may increase 
rather than decrease the determination to continue with further education. 
Alone it would mitigate against this, but in complex interaction with the 
supporting characteristics it may work in reverse. The two characteristics 
that distinguish the Progmor 2 high expectancy group are those of 
Tender mindedness and Self assurance. These pupils have a generous attitude 
but are also certain of their own direction and are^therefore ;secure in the. 
more progressive atmosphere of Progmor. The fourth years at Progmor who 
are Socially Group Dependent also have high expectations. In a school where 
social interaction is encouraged and due attention paid to social development, 
pupils with this characteristic would no doubt be influenced in their 
decision to * stay on*.
b) HSPQ Second Order Factors There is some comparability between the 
AID and regression analyses of the interaction effects of HSPQ Second Order 
Factors and Pupils' Expectations. For both Tradley groups the discriminating 
factors are identical. For Progmor, 2 Adjustment replaces Introversion- 
Extraversion as.the most important factor, the latter failing to account 
for sufficient of the variance to be inserted in the equation. Possibly in 
the AID analysis the effect of QI is masking the influence of QII. The • 
same process may be operating in Progmor 4^with the Tender-minded/Tough 
factor masking the effect of the Introversion/Extraversion factor.
Adjustment emerges as the most important factors overall, but the factor 
of Introversion/Extraversion has also some controlling effect. For the 
purposes of-this study, the AID analysis provides a more meaningful 
interpretation.
The best predictors for high aspirations are similar to those for 
high MAIS Scores (see tables 76 and 101). The Adjustment-Anxiety
dimension is important as a predictor for both Tradley groups, although for 
Tradley 4 the Tender-Tough dimension is the most important predictor for 
MAIS Scores.
The Tender-Tough dimension discriminates for MAIS scores for Progmor 2, 
but for future expectations for Progmor 4. The positions are reversed for 
the two Progmor groups,when the Introversion-Extraversion dimension 
discriminates.
These findings do not support the hypothesis that the anxious will 
feel more secure in a structured atmosphere. The academically-oriented 
ethos of Tradley is apparently working in the opposite direction. There is * 
a similar contradiction in the Progmor results. The school ethos seems to offer 
more satisfaction and inspiration to the introverted and those scoring high 
on Tender-minded Emotionality. The reverse would have been expected.
However, the interaction effects are too complex for definitive statements 
to be made from these results. Nevertheless the study shows that they are 
sufficiently important to merit further investigation, using more 
homogeneous samples as a basis for comparison.
6.6.5 Discussion - Expectations beyond Eighteen
The results indicate that on the whole Tradley pupils have greater 
intentions of staying on beyond the statutory leaving age than do 
Progmor pupils. An analysis of the distribution makes it apparent that 
the banding policy at Tradley is influencing decisions. There are 
significantly more in the top streams at Tradley who wish to stay on 
after sixteen. The labelling process appears to have worked effectively. 
It is debateable whether the pupils are being helped ’to come to a more 
realistic appraisal of their life chances at an early age, or whether 
they are being prevented from realising their full potential by the 
grouping and channelling system operating at Tradley. The aspirations 
of the pupils, and the perceived aspirations of their parents, are both 
greater at Tradley. It is possible, as is feared by many, that certain 
practices within the comprehensive system only succeed in lowering the 
aspirations of the more able without at the same time increasing the 
commitment and development of those who at eleven plus appear to be 
academically less able. This is a debate that belongs in the realm of 
ethics and ideology as well as in the political arena. This small scale 
research cannot provide any definitive basis for decision-making, but can 
only point the way to possible future lines of enquiry.
It is instructive to examine in particular the data relating to 
expectations of continuing education beyond eighteen. Of the Tradley 
boys, 25.5 per cent expected to continue and the same proportion perceived 
their parents as expecting them to continue. The composition of these 
two sets was different, ten in the top stream were in agreement with their 
parents and two in the bottom stream. These boys have high aspirations 
and see their parents as supporting them. There may be disillusion for 
some later unless the school exceeds the national average in sending 
pupils on to further education. For the boys two years on at Tradley, 
the proportion wishing to continue is reduced to 17.3 per cent, but 23.1 
per cent perceive their parents aspirations as being greater than their 
own. Of these, nine boys, five in the top stream and three in the bottom 
stream^see their parents supporting them. Three in the top stream and 
one in the bottom stream see their parents with higher aspirations, while
one in the mid-stream sees his parents with lower aspirations. These four 
may have something in common with Bellaby's (1977) 'Failures* whose aspir­
ations were less than those of the parents but who nevertheless stayed 
with the system; or they may have more in common with his 'Leavers* who 
saw little relevance in school and who perceived no inducement for either 
instrumental or expressive involvement in school.
Only 11.1 per cent of the twelve to thirteen year old Progmor boys 
expected to stay on beyond eighteen, yet 13.0 per cent saw their parents 
as expecting them to stay on beyond eighteen. These figures are reduced 
to 8.24 per cent and 9.4 per cent respectively for the fourteen to fifteen 
year old boys. In both cases these are well below the national average . 
of those actually continuing into further education. All six twelve to 
thirteen year old boys report aspirations of parents as being similar to 
their own; in addition,one of the boys with a top mathematics grade reports 
his parents as having higher aspirations than he has for himself. Of the 
seven with aspirations for further education,only one (from a lower mathe­
matics set - set five) reports his aspirations as greater than his parents,
the other six check the same. One boy from set one and one from set two 
report parents' aspirations as greater than their own. There appears to 
be a similar support system from boys' parents in Progmor as in Tradley, 
but the percentage with higher aspiration is more than halved for each age 
group. It appears that^for Progmor boys,home background,not ability level,, 
is the determining factor.
32.1 per cent of the twelve to thirteen year old girls from Tradley 
expressed a wish to continue education beyond eighteen, but only 29.4 per 
cent thought their parents had the same desires for them. Ten of the four­
teen in the top streams and two in the bottom stream had aspirations which 
matched those of their parents, four in the top stream and one in the bottom 
stream had aspirations greater than their parents^and two in the top and
one in the mid,stream saw their parents as having greater aspirations than
their own. There is strong evidence here of the allocation to stream 
influencing the pupils* and parents' expectations. There is a considerable 
falling off in expectations by the age of fourteen; for the girls, the 
figures drop to 10.5 per cent for pupils' expectations and 8.8 per cent
for parents* expectations. Five of these six girls feel they have full 
parental support, and one girl in the top stream wishes to continue with 
education while believing that her parents have lower aspirations for her. 
The drop in expectations is very disturbing, especially in view of the fact 
that the national level is higher for girls than boys (25$ as opposed to 
18$). This may be due to a feeling that school has little relevance for 
them; thirty four of the fifty one express the intention of not entering 
the sixth form. Or it may be due to the belief that ‘further edication 
is not an attractive proposition for females - seventeen of the fifty one 
express the intention to continue into the sixth form, but not to continue 
into further education.
The position at Progmor is even more disturbing. Only 9.6 per cent 
of the twelve to thirteen year old girls express a wish to continue into 
further education^and only 1.3 per cent feel they have parental support. 
The figures for the fourteen to fifteen year old girls are 4^8 per cent 
and 3.2 per cent respectively. In four cases, for the twelve to thirteen 
year olds, the pupils and parents perceived wishes are congruent. These 
girls are in groups one, three and four of the mathematics gradings. The 
other three girls whose aspirations are higher than their parents are in 
groups two, three and four. There is some evidence here that the school 
may be exerting an influence on pupil aspirations, but the numbers are 
too small to be definitive. The question needs to be considered whether 
those who are benefitting from the Progmor Ethos are displacing too many 
of those who under a different regime might be motivated to succeed - the 
category of Bellaby's (1977) 'Ambitious', which will be discussed later. 
Looking at the fourteen to fifteen year old cohort, two girls in mathe­
matics sets two and three have aspirations congruent with those of their 
parents; one girl in set five has aspirations greater than those she'per­
ceives her parents have for her. The numbers with high aspirations are 
very small again, and are only 50 per cent pf^he numbers for the twelve 
to thirteen-year old group. They are considerably less than the boys* 
numbers - and this in a school where a positive attempt is made to reduce 
sex-typing. Girls are offered the same choice of craft subjects as boys, 
e.g. woodwork andmetalwork, right from their first entry into the school. 
Boys are taught domestic science alongside girls, as a compulsory subject,
in the lower school, and are given an equal chance of choosing this in 
their fourth year options for CSE or GCE. To secure more 'equality of 
regard1 the entries in the form registers are reversed from the normal 
school practice, girls names appearing before boys in the register. Pre­
sumably it is for administrative convenience that they are segregated 
rather than integrated into one composite list.
It is apparent from the data that the banding system in Tradley 
influences aspirations. To what extent this is considered desirable is 
dependent on the prevailing ideology. Certainly,Tradley pupils seem on 
the whole to have higher aspirations than do Progmor pupils. The source 
of influence is difficult to determine, in the case of Tradley the parental 
influence may be reinforcing the school influence while at Progmor the 
school may be helping to a limited extent to counteract the effect of a 
less supportive home background.
Neither school .appears successful in counteracting the sex differences
in aspirations at fourteen. Parental support is also less available for
girls than for boys in both schools. This lack of commitment by girls,
and lack of support by parents^is particularly surprising when compared
with the national figures. The figure for 'stayers on beyond eighteen*
1is higher for girls than boys as it includes statistics for girls who 
do not go into the traditional forms of further education, universities 
and polytechnics, but who take up secretarial and nursing training.
These results need to be examined in conjunction with the DES Report 
on Education No. 86, July 1976, "16 - 18 Year Olds: Attitudes to 
Education". One of the samples used in the survey were contemporaries 
of those used in the present study viz. pupils who completed their fifth 
year in the summer of 1975. The survey reported an association between 
intentions at the end of compulsory education and Social Class, and
1. The DES figures for 'staying on beyond 18* are calculated with 
reference to those who are still at school at 18. They would 
therefore be approximately ten per cent for boys and 12.5 per cent 
for girls of the total year population.
between academic orientation and perception of the economic benefits 
associated with different kinds of career. It was found that about 
one third of the boys,and one sixth of the girls ,were neither 'hard core 
leavers' nor 'hard core stayers*. The report suggests that it is 
"influences far back in a child's educational career and social background 
which affect his/her decisions, and that it is these, rather than 
marginal adjustments at the time of the minimum school leaving age, which 
determine the decisions made at the end of compulsory* education 
... In general the decision about going on to higher education at eighteen 
appears very much a subsidiary of the earlier decision at sixteen.
CHAPTER VII
PUPILS* PERSPECTIVES
7,1 Video Sequences
The procedure for eliciting pupil responses to prepared video-items 
was described in Chapter IV, In all, 3,221 sets of responses were 
obtained. A summary of the composition of respondent'groups is given in 
appendix 12.4 and a copy of the Sentence Completion Exercise for eliciting 
responses is given in appendix 12.2. Groups of students and two 
independent adults were asked to view the video-sequences, to provide an 
equal number of positive and negative adjectives or phrases for each item 
viewed^ and to classify each teacher appearing in the sequence along the 
Traditional - Progressive dimension. The rated effectiveness of the 
teacher was determined from the responses and where appropriate he/she 
was rated as strong or weak in the role played. Responses of the 
independent judges and the classifications developed are supplied in 
appendix 12.1. Table 111 provides a summary of the classifications used.
TABLE 111
CLASSIFICATIQM OF VIDEO-SEQUENCES
Teacher engaged Video sequences Classification of role-type played
in role-playing in which appear- Trad. Trad. Mid Mid Prog. Prog.
________inq______________Pos. Neq. Pos. Neq. Pos. Neq.
1. Mr. X B, F, I, Q B (weak) F(weak) Q(weak)
I (weak)
2. Mr. W. ' E, M, S M E(verbal S
Abuse)
3. Drama teacher C, G, 3, 0, R G(Strong) C,3 0
R(Strong)
4. English A 
teacher
5. Registration H, N N H
tutor
6. History D D
teacher(female)
7. Remedial K, L, P P K  L
teacher(female)
7.1.1 Hierarchical Cluster Ahalysis
The responses to each of the stems of the Sentence Completion Exercise 
were scored either positive or negative. These were summed for each video­
sequence and for each sub-group across the four stems numbered 3 to 6 (see 
appendix 12.2). This allowed a matrix to be developed consisting of four 
constructs, relating to the four supplied sentence stems,and nineteen 
elements. The constructs were:
1.
2.
3.
4.
Enjoy/Not enjoy
Easy to learn from/not easy to learn from
Like/not like
Behave for/not behave for.
The elements were the nineteen teacher roles appearing on the Video-Sequences 
numbered 1 to 19, referring to the video-sequences A to S. These will in 
future be referred to as Vid A, Vid B, etc. The prepared data, based on 
the percentage response to the positive pole of each construct, was 
converted to a score, ranging from one to nine, and entered into the matrix 
for each of the four sub-groups.
TABLE 112
SUMMARY OF LINKAGES OF VIDED-SEQUEMCES BY SCHOOL AND AGE
Video Sequence Linkages
Traditional Progressive
Percentage Linkage ,
^ 80$ 54#  || - 80# 70#Teacher No.
Tradley 2 
1 
2
3
4
5
6 
7
M
G 3 R
N
D
B, F, I, Q 
S
C, 0
L, P
Traditional and progressive groups link at - 51$
TABLE 1 1 2 continued
Teacher No.
Video Sequence Linkages 
> I ^ dltl°n.al74yr Percentage lin^ge^ Progressive
Tradley 4 
1 
2
3
4
5
6 
7
M
G ]
N
D
K and R 
link at
K
B F Q
S
C
L P
I and 0 
link at 100$ 
A is an isolate, joining at 0$ 
Traditional and Progressive groups link at -
‘)Proqmor 2 
1
2
3
4
5
6 
7
* 80$ 54$
A and S link 
at 79$
I and H link
13$ 80$
roup
m
Groi
73$
at 70$
Traditional and Progressive groups link at -
) Progmor 4 
1 
2 .
3
4
5
6
G R
roup
j roup
Group
Group I 
with 
Group II
79$
61$
Group III 
links to 
Groups I & II
M and L link with Groups I, II and III at 0$ 
H, D and 3 join this constellation at -9$ 
Traditional and Progressive groups link at -
Group II 
with
54$
3
with
Group
IV
Group I 
with Gps.
0$
Group III II & III
The matrix was analysed using a programme based on McQuitty's 
Heirarchical Cluster Analysis technique, run by Marueen Pope at the Centre 
for the Study of Human Learning, Brunei University (see appendix S. 5). The 
hierarchical element 'trees* or cluster diagrams prepared from the computer 
output data are shown in figures 13 to 16, and the construct 'trees1 in 
figures 17 to 20, for the sub-groups Tradley 2, Tradley 4, Progmor 2 and 
Progmor 4 respectively. A summary of the linkage distribution for all four 
groups is given in table 112. The scores on the left-hand sides of the 
figures indicate the percentage linkage of elements or constructs, i.e. 
the degree of relationship between items clustering at those points.
Inspection of figure 13, the element 'tree' for Tradley 2 reveals a 
linkage of Trad-Positives, Vid M and Vid D, with a Mid-Positive Vid 0, 
Trad-Negative, Strong, Vid G, Trad-Negative Strong, Vid R, and Trad- 
Negative, Vid N, to form one constellation. This group represents the 
concept of control and firmness, but there is no differentiation of shades 
of discipline, e.g. between Vid 3 and Vid G. Older students, however, 
discriminated between Vid 3 and Vid G, perceiving the former as more humane 
in his mode of response to class misdemeanours. An isolated dyad, Vid E, 
the sarcastic teacher and Vid A the Moderate English teacher, join the 'In 
Control' group at the 56$ level.
Those perceived as operating in a weak manner constitute another 
cluster, but once again the evaluation is global, with no differentiation 
according to the shades of weakness displayed. The shouting remedial 
teacher, Vid P, is grouped with the failing Vid Q to form one cluster.
Mr. X, role-playing a traditional or middle ground mode, in Vid F and 
Vid I respectively constitutes a second cluster. Mr. X, as Vid B, the 
Traditional-Negative Weak, is grouped with the drama teacher employing a 
matey flexible mode as Vid C. These three groups form a linkage at the 
92$ level, with Vid S, described as relaxed and easy-going. The drama 
teacher, role-playing the Progressive-Negative Vid 0, who is seen as 
being taken ,fo.r a ride, is linked up at the 100$ level with the remedial 
teacher Vid L, operating in a gentle, quiet mode. This latter cluster 
links with that formed at the 92$ level to complete a constellation at the 
80$ level. The two Mid-Positives, Vid H described as tolerant and easy­
going, and Vid K described as firm and effective, come into this cluster 
at the 70$ and 56$ levels respectively. The two main constellations 'In 
control* and 'Not in control* are negatively related at the -59$ level.
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Figure 13: Hierarchical Clustering of Video Items, Tradley 2.
Thus for Tradley 2, there are two main groupings of teachers - those 
who are in contrdL, and those who for a variety of reasons do not positively 
and firmly exert control on the class. Little discrimination is made 
between the harsh dictatorial disciplinarian and the quieter didactic 
teacher. Similarly, little discrimination is made between the weak teacher, 
who has failed as a disciplinarian, and the one who is trying to work in a 
more tolerant mode. The two who are slightly off set from the *in-control* 
constellation are the ones who are using clever verbal strategies to 
influence the class. The two who are slightly offset* from the ‘not in 
control* constellation are operating in a warm effective manner without 
appearing to be directing or forcing the class.
For Tradley 2, the salient dimension of appraisal of teachers appears 
to bei
In Control . . . l\Iot in Control
with sub-systems of:
Restrained Verbal Control . . .
(possibly not understood)
and Warm Covert Control.
The *tree* for Tradley 4, figure 14, shows a more differentiated form 
of structuring. There are two main constellations made up of the same 
elements as Tradley 2, for the most part, but with slightly different 
degrees of linkage. The two sub-groups consisting of Vid 3 and Vid G,
Vid D and Vid M are identical with 100$ linkage. Vid M joins Vid 3 and 
Vid C at 100$ instead of 94$ and the five elements link up at 91$ instead 
of 88$. There is then for these five elements a slightly tighter 
constellation. On the other hand, the very dictatorial Vid R is 
differenitated from this tight cluster, linking up at 74$ instead of 92$.
An unusual and difficult to explain event is the linking of Vid K and Vid 
R at 80$. Vid K was engaged in straightforward teaching but at a very 
elementary level. It may be that for fourth year pupils this ‘talking 
down to* approach is viewed in the same way as the ‘haranguing* approach 
of Vid R, within the frame of reference provided by these four constructs. 
Vid E joins the cluster at a similar point, 59$ instead of 54$, but the 
linkage with Vid A is not maintained. Vid A occupies a unique position, 
linking with the progressive constellation at zero level. This moderate,
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f verbal Abused
restrained, somewhat boring teacher does not, for this fourth year group, 
fit neatly into either classification system.
The cluster of Vid Q, Vid P, Vid F and Vid I is not maintained at 100$.
Vid I is separated out and does not enter this clustering before the 70$ 
lev/el. Vid I, the Failed Autocrat is seen as being more like Vid 0, the 
Hearty Insensitive than is Vid L, the one inclined to ’softness1. Vid L 
moves into the more emotional cluster with Vid B and Vid P, forming what might 
be described as a ’feminine* group. Vid P replaces Vid C in this group, Vid C 
moving to join the Matey Authoritarian Vid H, and the weak pawn, Vid Q.
This appears as a friendly ’matey* group, with Vid Q less effective than the
other two. Vid F and Vid S, both operating at a liberal level, link with these
three elements at 91$. Uith the exception of Vid H, both Tradley 2 and 
Tradley 4 have included identical elements in their ’Progressive' 
constellation, linking at 70$. Vid H was described as relaxed and friendly, 
but in pontrol. There appears to be in this 14 year old group some 
recognition of the possibility of control in a less overt directive fashion 
than that exhibited by the authoritarian mode.
Three clusters may be distinguished:
1. The more successful, warm, relaxed group of teachers Q,
H, C, F and S,
2. The emotional ’feminine* group of B, P and L,
3. The two who are seen as being at the mercy of the class,
I and 0.
All these, however, form a constellation which is in direct contrast to
the Traditional ’In Control* group, forming a linkage with this at the
-64$ level only.
The ’tree* diagram in figure 15 shows that the two main sub-groups are 
also differentiated by Progmor 2, but the composition of these two groups 
is somewhat different from the Tradley formations. Vid E, the Impatient 
Intellectual^ using verbal abuse to control the class, links with Vid l\I, 
the Aggressive Authoritarian, at 100$ instead of at 56$ in the Tradley 2 tree. 
Vid D, the Gentle Martinet comes in with these two at 100$ instead of 88$ 
for Tradley 2. This small group, controlling by verbal ability, seem to
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Figure 15. Hierarchical Clustering of Video Items, Proqmor 2,
be recognised more as a unit by Progmor 2 than by Tradley 2. The Regimental 
Sergeant Major type, Vid R, is included with the Combative Authoritarian,
Vid G, and the Humourous Authoritarian, Vid M, at 100$ whereas for Tradley 2 
Vid M does not enter this linkage before 92$. The verbal adroitness and 
intellectual approach seems to draw the same pattern of responses from this 
sub-group as do the overt, aggressive controlling teachers. The Humane 
Disciplinarian, Vid 0, joins this group at 94$ whereas the linkage comes 
a little later at 88$ in the Tradley 2 tree.
Vid A, the Concealed Directive, is viewed in a similar manner by 
Tradley 2 and Progmor 2, joining the tree at 54$ (Tradley 2 at 56$), 
but for Progmor 2 Vid A is linked with Vid S, the Urbane Teacher, at 77$. 
While it is Vid E, the Impatient Intellectual who links with Vid A at 94$ 
in the Tradley 2 tree. The ‘sweet reasonableness1 of Vid A and Vid S 
seems to have been more acknowledged by this group, possibly because they 
experience more of this form of approach in their school day. The placing 
of Vid I and Vid H differs. For Tradley 2 these both appear in the 
‘progressive* constellation. Vid I is deeply embedded there and Vid H 
joins at 70$. For Progmor 2, Vid I and Vid H link with each other at 
70$ and only join the controlling group at 13$. The issuing of threats, 
but not the manner of doing this, must have been picked up here and 
interpreted in both cases as restrictive and controlling.
The Progmor 2 tree produces a more differentiated looser knit 
progressive* group than does the Tradley 2 tree. Vid F, the Failed 
Liberal, replaces Vid L, the remedial Straight Teacher, in a 100$ linkage 
with the Hearty Insensitive Vid 0. Vid B, the Failed Authoritarian, joins 
this group at 94$. Thus there is a small group consisting of Vid B, Vid 0 
and Vid F who are not in control, although trying hard to establish this.
The dyad of Vid K and Vid L, linking at 100$, identifies a female group who 
are engaged in straight teaching in an efficient manner. This dyad links 
with the Vid B, Vid 0 and Vid F group at 73$, so they are seen as having 
some affinity with the ‘failing* group, possibly because of their manner, 
or their femaleness. Vid C, Vid P and Vid Q form another sub-group linked 
together at the 88$ level. These three were more closely linked in the 
Tradley 2 tree and were also more closely integrated with Vid B, Vid S,
Vid F and Vid I. These several components of the ‘progressive* group link
at the 61$ level and the whole sub-group links with the ‘traditional* group 
at the - 40$ level.
Inspection of the Progmor 4 tree diagram, figure 16, shows a far less 
coherent structuring. Two sub-groups linking up at the 82$ level and 
linking together at the 58$ level are distinguisable; another sub-group 
links at the 78$ level, one dyad has a tight linkage at the 100$ level 
and the rest are non-significant linkages.
Vid 0, the Hearty Insensitive, is allied with Vid P, the Female 
Emotional Autocrat; The Failed Liberal, F, is linked with the Informal 
Matey, Vid C at 94$, the Urbane Vid S comes in at the 94$ level. All 
five link up at the 82$ level. This seems a very strange grouping, 
teachers trying to tread the middle road to establish rapport allied with 
teachers resorting to threats and autocratic ways in an effort to establish 
control. The Impatient Intellectual, Vid E, makes a strange 100$ linkage 
with the Weak Pawn;Vid Q. They appear to be operating in totally different 
modes. They are, however, both teachers in the private sector; it could 
be that their ‘public school* speech and manner over-rides their other . 
characteristics in the eyes of these pupils. They may draw in Vid B 
under the same umbrella, but Vid A is more difficult to categorise, unless 
it is that the withdrawn, restrained manner may be seen as part of the 
same ‘public school’ syndrome. The 100$ linkage of Vid H and Vid D 
deviates from the response pattern of the other groups. Vid D is the 
female history teacher, the Gentle Martinet, and Vid H is the Matey 
Authoritarian. They both work in a quiet controlling mode in a somewhat 
similar manner to the Humane Disciplinarian Vid 3^with whom they link up 
at the 54$ level.
A ‘traditional* sub-group Vid R, Vid i\I and Vid G form a similar 
cluster to that in the Tradley 4 tree, but Vid R is more tightly 
integrated, i.e. the Regimental Sergeant Major is seen as closer to the 
Combative Authoritarian, and Vid N, the Aggressive Authoritarian,comes in 
at the 94$ level, thus constituting a tightly knit recognisable group with 
its own identity. Vid I, the Failed Autocrat, joins this group at the 78$ 
level. The Progmor 4 group appear to be responding to this mode of
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operating rather than to the possible effectiveness of the attempted mode 
of control. As previously stated, Vid 3 and Vid D are not linked to this 
group, unlike the formations of the other three sub-groups. The tolerant 
approach is more apprehended and singled out. Vid E is not included with 
this constellation although he was by the other three groups. He is moved 
across to join with the ‘progressive* group. The placement of Vid K is also 
different, only linking with the traditional group at the 15$ level. The 
straight reinforcing teacher occupies a unique position for the Progmor 4 
group. Vid M and Vid L do not form a dyad as they only meet at the 0$ 
level. The Humorous Authoritarian, the Straight Teacher^and the Reinforcing 
Teacher, Vid K, are accepted as separate entities, not assimilated into any 
group structure.
The hierarchical ‘trees* for the four constructs for the four sub-groups 
are given in figures 17 to 20. They show that the groupings for the twelve 
year olds and fourteen year olds at Tradley are similar. ‘Enjoyment* and 
‘Liking* form one cluster, and ‘Easy to learn From* and ‘Behave For* form 
another cluster. The former cluster is less tightly linked for the fourteen 
year olds; a 70$ linkage as opposed to a 81$ linkage. The two sub-clusters 
link at 26$ whereas they link at 42$ for the twelve year olds. There is a 
similar ordering of constructs for the two groups, but the older pupils 
have a looser system, indicating a greater degree of articulation in this 
area under examination.
The Progmor 2 ‘tree* shows the same close linkage for the constructs 
of ‘Easy to Learn From* and ‘Behave For* but the ‘Enjoyment* dimension 
links with these two and not with the ‘Liking*one, although only at the 
45$ linkage level. ‘Liking* appears to be a different dimension in the 
construing of this group of pupils, as it is for Progmor 4. For these 
latter pupils the constructs of ‘Easy to Learn From' and ‘Behave For* are 
less tightly related and the construct 'Enjoy* is more tightly embedded 
in this sub-system.
It appears overall that the Progmor pupils are using a more differentiated 
system than the Tradley pupils, with fourth year groups in both cases being 
more articulated than second year groups. For Progmor pupils, the dimension 
of liking is separate from the other cluster. It may be that the more 
‘progressive* approach at Progmor allows the pupils to develop a less global 
system of perceiving their teachers, and the dimension of 'liking the teacher' 
is more salient.
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7.1.2 Deviant Responses
A preliminary examination of the content of the responses to the 
sentence stems revealed a large number of hostile responses and responses 
with a sexual content. The deviant, hostile responses took the form of 
’’like to smash his head in” and "would bash the desk lid on him”. The 
sexual responses were of the form "he’s a wanker” and "she’s got big 
knockers". A count was made of the number of these two types of response 
occurring across sub-groups and scored as a percentage of the total 
number of responses for each sub-group. The results are shown graphically 
in figures 21 and 22.
In both schools there is an appreciable increase in both categories 
of response with age. Progmor pupils show lower percentages for all 
categories except for the sexual responses one by the fourteen to 
fifteen year olds where the percentage response is slightly higher.
Figure 21 Video Sequences - Percentage of Hostile Reponses
TRADLEY
12.—13 Year olds 
14--1S’ Year olds
PR06M0R
I2.-I2 Year olds 
14--15 Year olds
*
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2.5%
10.6%
1.3% 
6.5%
Hostile responses as %  of total responses for each sub-group.
Figure 22 Uideo Sequences - Percentage of Sexual Responses
TRADLEY
12-12 Year olds 
-/5 Year olds
PROGMOR
12-13 Yearolds 
14--15 Year olds
2.8%
8.3%
0.5%
8.8%
Sexual responses as %  of total responses for each sub-group.
7.1.3 Content Analysis
The richness of the responses cannot be captured by simple quantitative 
analyses, therefore a content analysis of a sampling of the 3,221 responses 
was undertaken. Eight sequences were selected as being representative of 
the original nineteen: A, B, C, 3, L, M, R and S. The results obtained 
from the hierarchical cluster analyses were used to determine the selection.
Vid A, Mid-positive, the Concealed Directive, was selected because of the 
variation in response patterns across groups.
M i d  B, Trad-negative weak, the Failed Authoritarian, was selected as being 
representative of the four scenes which were role played by Mr. X. This 
teacher set out to play a variety of roles, but became overwhelmed in each 
case when the class played up the role of deviant ■ and resorted to a 
threatening, panic-stricken mode. He normally operated as an effective 
respected teacher in a boys* public school, but when the restraints of the 
accepted code of practice in such an establishment were removed he felt 
threatened^and disintegrated.
M i d  C, Mid-positive, the Informal Matey One, was selected as consistently 
appearing in the ‘progressive* cluster of all four ‘trees’. The linkage 
with 0 was so tight that it was felt that Vid C was also representative 
of Vid 0.
Vid 3, Mid-positive, the Humane Disciplinarian, was selected as 
consistently appearing in the ‘traditional’ cluster of all four ‘trees’.
Vid R, Trad-negative, strong, the Regimental Sergeant Major, was selected 
as being representative of the strong, negatively valued authoritarian.
It was also held to represent Vid G with whom there was a strong linkage 
for all four sub-groups.
Vid M, Trad-positive, the Humorous Authoritarian, was selected as being 
representative of the traditional-positive mode, similar to Vid E in many 
respects, although the latter was described as an Impatient Intellectual 
and classified as Trad-Negative (Verbal Abuse). Vids E, M and S were 
role-played by the same person.
Vid S, Mid-positive, the Urbane One, was selected because of its unusual 
placing by Progmor 2 in the ’Traditional* camp. All other groups placed
S in the 'Progressive1 constellation.
\/ids H and N were not used, partly because of the small numbers of pupils 
who had viewed these two sequences and partly because the 'normal* class­
room teaching scenes were not portrayed.
Vid L. Prog-positive, the Straight teacher, operating in the direct, warm, 
individualist mode was selected as being representative of the female 
element, and the only one classified as Prog-positive. This was the only 
female video sequence chosen. •
This selection resulted in the following distribution of 'types':
Prog-Positive
Prog-Negative
Mid-Positive
Mid—Negative
Trad-Positive
Trad-Negative
L
Nil (0 in this category linked closely with C) 
A, 5, 0, 3
Nil (F in this category linked closely with B) 
M
R (Strong), B (Weak)
Vids A, B and C were viewed by the same groups of pupils in both 
schools and by small groups of sixth-formers in each school. All three ’ 
were viewed at the same session. Vids 3, L and M were viewed by a 
different set of pupils drawn from the same year bands. Vids R and S 
were viewed by a third group. An effort was made, largely successful, 
to obtain similar distributions of pupils in these three sub-sets.
Details of the school class origins of the samples for each video 
sequence are given in appendix 12.5.
7.1.3.1 Sampling Procedures
The eight representative video sequences were chosen to reduce the
task of content analysis to manageable proportions. Inspection of the
total responses revealed that those made to sentence stem No. 3:
"I would/would not enjoy being in this teacher's class 
because ... u
were representative of the whole population of responses. These responses 
were isolated out and analysed in detail.
A form of stratified sampling was adopted to select sets of twenty five
responses from each of the sub groups^Tradley 2, Tradley 4 and Progmor 2
for seven of the eight video-sequences. The Progmor 4 numbers were
limited ^ therefore the sample was restricted as follows:
N
For Vids A, B and C 14
For Vid L 22
For Vid FI 17
For Vids R and S 19
There were limited numbers of respondents in all four* sub-groups for Vid 3,
therefore the sample was reduced to 77, made up as shown below:
a
Tradley 2 20
Tradley 4 18
Progmor 2 20
Progmor 4 19
Table 113 gives the composition of the sample by school, age and sex.
7.1.3.2 Analysis Procedures and Results
The selected sets of pupil responses were transferred on to cards and 
sorted into categories. The following categories were found adequate to 
encompass the majority of all responses:
1(a) Teacher in Control - positively evaluated,
e.g. 111 would enjoy being in this teacher's class because 
he can control the class".
1(b) Teacher in Control - positively evaluated, no shouting,
e.g. "I would enjoy ... because he seems to be able to 
control them without shouting".
2. Teacher in Control - Too Strict - negatively evaluated,
e.g. "I would not enjoy ... because he is very strict and 
an extreme".
3. Teacher not in Control - Can Muck About - positively evaluated, 
because teacher at a disadvantage,
e.g. "I would enjoy ... because I could muck about and get 
away with it".
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4. Teacher not in Control - Too Soft - negatively evaluated,
e.g. "I would not enjoy ... because I like to learn some­
thing, but I wouldn't be able to learn while he is 
dealing with bad kids."
5. Teacher who doesn't make classwork hard - positively evaluated,
e.g. "I would enjoy ... because you don't have to do a lot 
of work".
6. Teacher who makes lessons Interesting - positively evaluated,
e.g. "I would enjoy ... because he finds interesting things 
to do."
7. Teacher who is Boring - negatively evaluated,
e.g. "I would not enjoy ... because I would be bored stiff".
B. A Good Teacher - positively evaluated,
e.g. "I would enjoy ... because he makes things sound simple."
9. A Poor Teacher - negatively evaluated,
e.g. "I would not enjoy ... because I would not learn any­
thing of value."
10. Teacher with Respect for the Individual - positively evaluated,
e.g. "I would enjoy ... because he listens to ideas and
allows discussion."
11. Teacher with Mo Respect for the Individual - negatively evaluated,
e.g. "I would not enjoy ... because she treats you like little
babies."
12. Teacher with a Sense of Humour, positively evaluated,
e.g. "I would enjoy ... because you could have a laugh and
it would be fun."
13. Teacher who is Rejecting of Humour, negatively evaluated,
e.g. "I would not enjoy ... because he has no sense of fun 
and is stuck up."
14. Personal Qualities of Teacher, positively evaluated,
e.g. "I would enjoy ... because she is pleasant and understands 
you."
15. Personal Qualities of Teacher, negatively evaluated,
e.g. "I would not enjoy ... because he is horrid and looks 
horrid."
The direction of evaluation was determined by noting the checking of the 
first part of the stem:
I would or I would not enjoy ...
The analysis was directed at an examination of the differential responses 
to each of the teaching modes portrayed, across school, age and sex.
Responses were summed for each.of the fifteen content categories and 
separate percentage totals calculated for the two schools, the two age 
groups and for boys and girls separately. Table 114 gives a summary of 
the percentage response rate in each category for the eight selected video 
sequences. '
To facilitate a more comprehensive analysis by sub-groups the 
categories were callapsed as shown below:
Original Condensed
Categories Categories Description
Nos. 1, 2, 3, 4, 5 into A Control
6, 7 " B Interest
8, 9 " C Teaching Quality
10, 11 " D Respect
12, 13 " E Humour
14, 15 " F Personal Qualities
Table 115 gives the percentage response rate in each category, grouped 
according to the portrayed teaching mode. Vid B and Vid M represent the 
Traditional Positive mode and Vid R the Traditional Negative mode. The Mid- 
Positive mode is represented by Vids A, C, 3 and S, and the Progressive 
Positive mode by Vid L.
Percentage response rates in the six content categories, A to F, are 
given in table 116 for second and fourth years, and for boys and girls.
Table 117 provides an analysis of responses made by the sixteen sixth 
formers at Tradley and the eight at Progmor. To make provision for
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TABLE 115
SUMMARY OF TOTAL SAMPLE RESPONSES TO VIDEO SEQUENCES
BY SIX CATEGORIES
Category
A Control
B Interest
C Teaching Quality
D Respect
E Humour
F(a) Personal Qualities
(b) Snobbishness
Teaching Mode 
Vid M-Trad + Ue
36.9
17.4
18.2
3.3
2.2
12.0
9.8
Teaching Mode
Category
A Control
B Interest
C Teaching Quality
D Respect
E Humour
F(a) Personal Qualities 
(b) Unfair - keeps in
Vid R-Trad - VB(Strong) Vid B-Trad - ve
60.7 
1.1
14.9
1.1
1.1
11.7 
9.6
64.1
4.5
15.7
3.4
12.4
Category
A Control
B Interest
C Teaching Quality
D Respect
E Humour
F Personal Qualities
Vid A-Mid +
24.7 
20.6
22.7 
10.1
5.6
16.8
Teaching Mode 
ve Vid C-Mid +
15.7 
2.2
15.7
18.0
32.6
15.8
ve
(Weak)
TA3LE 115 continued
Category 
A Control
B Interest
C Teaching Quality
D Respect
E Humour
F Personal Qualities
Category 
A Control 
B ‘ Interest 
G Teaching Quality 
D Respect 
E Humour
F(a) Personal Qualities 
... (b) Sexual Referrents
Teaching Mode
Vid J-ftlid V 78 Vid S-Mid
53.2
2.4
16.9
5.1 
22.1
Teaching Mode
t r. . ve 
l/id L-Prog +
28.8
2.0
12.4
15.5 
2.1
28.9
10.3
47.9 
10.6 
14.-8 
7.5 
1 . 1  
17.5
ve
+
Table 116: Summary of Responses to Video Sequences by categories,
controlling for age and sex
(i) V/id x A
Category Boys. Gixls. 12-13 year olds. 14-15 year olds.
A - Control 26.2 26.5 32 15.4
B - Interest 14.3 29.4 14 28.2
C - Teaching 
Quality 26.2 17.6 16 30.8
D - Respect 9.5 8.8 10 10.3
E - Humour 4.8 2.9 . 8 25.6
F - Personal
Qualities . 19.4 14.7 20 12.8
(ii) Vid B
Category Boys Girls 12-13 year olds 14-15 year olds
A - Control 54.8 80 64 64.1 #
B - Interest 2.4 5.7 6 2.6
C - Teaching 
Quality 23.8 11.4 12 20.5
D — Respect - - . - -
E - Humour 2.4 - 6 ' ■ •
F - Personal
Qualities 16.7 2.9 12 2.8
(iii) Vid C
Category Boys Girls 12-13 year olds 14-15 year olds
A - Control 13.9 17.1 26 2.9
B - Interest 2.3 2.9 2 2.9
C - Teaching
Quality 23.3 11.4 10 23.1
D - Respect 11.6 25.7 14 23.1
E - Humour 30.2 31.4 28 38.5
F - Personal
Qualities 18.6 11.4 20 10.3
(iv) Vid- J
Category Boys Girls 12-13 year olds 14-15 year olds
A - Control 54.3 48.1 50 56.8
B - Interest 2.2 0 2.5 2.7
C - Teaching
Quality 13 25.9 20 13.5
D - Respect - - - -
E — Humour 2.2 11.1 7.5 2.7
F—  Personal
.Qualities 28.3 14.8 20 24.3
Figures are given as column percentages.
TABLE 116 continued
(y) Vid^  L
Category Boys Girls 12-13 year olds 14-15 year olds
A - Control 34.8 23.5 32 25.5
B - Interest 2.2 2.9 0 4.3
C - Teaching Quality 10.9 17.6 8 17.0
D - Respect 8.7 23.5 16 14.9
E - Humour 2.2 0 4 0
F(a) - Personal
Qualities 28.3 32.4 * 26 31.9
F(b) - Sexual 
Referrents 13.0 0 14 6.4
(vi) Vid. M
Category'/' Boys Girls 12-13 year olds 14-15 year olds
A - Control 41.9 28.9 40 33.3
B - Interest 11.6 23.7 8 31
C - Teaching Quality 18.6 21.1 22 11.9
D Respect 7 0 6 0
E - Humour 2.3 2.6 4 " 0 '
F - Personal
Qualities 18.6 23.7 20 23.8
(vii) Vid R
Category Boys Girls 12-13 year olds 14-15 year olds
A - Control 60.5 63.6 70 50
B -Interest 0 2.3 0 2.3
C - Teaching Quality 14.0 18.2 18 11.4
D - Respect 0 2.3 0 - , 2,3
E - Humour 2.3 0 0 2.3
F - Personal
Qualities 23.3 13.6 12 3 1 . 8
(viii) A/Id S
Category Boys Girls 12-13 year olds 14-15 year olds
A - Control 48.8 46.5 44 47.7
B - Interest 7 14 12 9.1
C - Teaching Quality 20.9 11.6 14 15.9
D - Respect 7 9.3 2 13.6
E - Humour 0 2.3 2 0
F - Personal
Qualities 16.3 16.3 26 13.6
Footnote: Figures are given as column percentages.
Table 1 1 7 : Summary of Responses to Video Sequences by categories 
Sixth Form Pupils
(i) Item A 
Category
Total
Sample Tradley Progmor Boys Girls
A - Control 
B - Interest
4.2
25.0
6.3
31.3
0
12.5
0
0
5.6
33.3
C - Teaching) a^Good 
Quality) b)Poor
16.7
8.3
6.3
6.3
37.5)
12.5)
33.3 2 2 . 2
D - Respect a)Positive respect 
b)No respect
4.2
4.2
0
6.3
. 12.5) 
0 )
0 11.1
E - Humour
F - Personal Qualities
a) Positive
b) Negative
12.5
2 0 . 8
6.3
12.5
2 5 . 0
0
12.5)
12.5)
0
6 6 . 6
5.6
2 2 . 2
(ii) Item B 
Category
I.qJ&I
Sample Tradley Progmor Boys Girls
A - Control a) Could muck about 
b) Too soft
16.7
41.7
12.5
37.5
25 ) 
so ) 66.7
55.6 '
B - Interest 
C - Teaching Quality 
D - Respect 
E - Humour
F - Personal Qualities
a) Positive
b) Negative
4.2 
29.2
4.2
4.2
6.3
43.8
0
0
0
0
1 2 .3 ) 
1 2 . 3 )
0
16.7
17.7
0
33.3
5.6
(iii) Item C 
Category
Total
Sample Tradley Progmor Boys Girls
A - Control a) Could muck about 
b) Too soft
4.2
8.3
6.3
6.3
12.5 ) 
0 ) 16.7
11.1
B - Interest 
C - Teaching Quality 
a^ Good 
b) Poor
8.3
4.2
16.7
12.5
0
18.8
0
12.5 )
12.5 )
0
50
11.1
11.1
D - Respect 
E - Humour
F - Personal Qualities . .
a) Positive
b) Negative
45.8
4.2
4.2
4.2
37.5
6.3
6.3
6.3
62.5
0
0 ) 
0 )
16.7 
0
16.7
55.6
5.6
5.6
Footnote: Figures are given as column percentages
383
TABLE 117 continued 
ilvl Summary of responses by all sixth form pupils
Category iVicL A -1/icL B .Viri.
A - Control 4.2 5,8.4 12.5
B - Interest 25.0 4.2 8.3
C - Teaching Quality 25.0 2 9 . 2 20.9
D - Respect 8.4 NIL 45.8
E - Humour 4.2 NIL 4.2
F - Personal 'Qualities' 33.3 8.4 8.4
Footnote: Figures are given as columrl percentages.
idiosyncratic rBsponses to some sequences sub-categories were created; 
e.g. sexual references were made in responses to v/id L the female teacher, 
references to "snobbishness" for Vid M, and specific comments on the 
disciplinary mode employed in vid R. Variations falling into these 
sub-categories have been summed separately for the total sample and the 
two school groups. This computation has been carried through by age 
and sex for vid L only. For Vid M and Vid R these variations have been 
included in the category: Personal Qualities - Negative.
The dimension of ’Teacher in Control'- appears to be salient for all 
pupils. The percentage response rate in this category ranges from 24.7 per 
cent for Vid A to 64.1 per cent for Vid B. The sixth formers seem less 
pre-occupied with the Control dimension. The response to Vid B in this 
category is high at 58.4 per cent, but falls to 12.5 per cent and 4.2 
per cent for Vid C and Vid A respectively. Tradley pupils seem more 
concerned than Progmor pupils with the Control dimension for A/ids B and'S - 
but show similar responses to all other Video-Sequences except C, to which 
they express a lower proportion of responses in this category. Control 
thus seems to be a rrore important reference category for Tradley pupils 
than for those at Progmor. It is instructive at this point to examine 
the five categories which together constitute control category A. All 
sub-groups discriminate clearly between the different forms of control.
Category 1. Teacher in Control. Positively Evaluated
There is the positive firm mode of control which is appreciated and 
desired by many pupils:
Vid A Tradley 2C3, Boy: "I would enjoy being in this teacherfs
class because he has kept control and is 
getting through to all the children, and 
they are not messing around."
Vid 3 Tradley 4A Mixed,
. Boy: "I.would enjoy ... because he can keep control"
Vid M Progmor 2EC, Girl: "I would enjoy ... because he looks strict
and it would be better to learn from a strict 
teacher."
Vid R Progmor 4 E/H, Girl: "I would enjoy ... because the teacher is
strict and the class behaved."
Category 2. Teacher in Control. Too Strict, Negatively Evaluated
Pupils reject and deprecate the mode of control where they consider 
the teacher has over-stepped the mark and is 'too strict1. The biggest 
culprit in this respect is Vid R, the 'Sergeant Major type1. 19.6 per
cent of the responses to Vid M fall into this category and Vid 3, the
humane disciplinarian, receives almost as many 'too strict' checks as 
positively-valued control, checks (19.5 per cent and 20.8 per cent 
respectively):
Vid R Tradley 2C6, Girl: "I would not enjoy ... because he is a
bit to (sic) hard."
Vid R Tradley 4A, Mixed,
Girl: "I would not enjoy ... because he is too
strict."
Vid M Progmor 2EA, Boy: "I would not enjoy ... because he is a
bit stri t (sic) and does not let you have 
a bit of fun."
Vid 3 Progmor 4 E/H, Girl: "I would not enjoy ... because I would be
frightened to talk"
Category 3. Teacher not in Control. Can Muck About, Positively Evaluated
Some pupils evaluate positively this 'weak' characteristic of teachers 
who are 'unable to control the class'. They feel it allows them to 
manipulate the classroom situation, to dictate their own terms, and to 
derive satisfaction from the teacher's apparent discomfiture. These pupils 
claim to like a teacher who is 'so soft* that they can 'muck about' and
'get away with murder*. It is not possible to ascertain to what extent
the written responses obtained in this study are a true representation 
of pupil sentiments and to what extent they are phantasy responses, or 
induced by an attempt at bravado. The writer did observe instances of 
such provocative, almost pathological behaviour in both schools. Scores
are high in this 'Not in Control* category for both Vid B and Vid S,
36.0 per cent and 14.9 per cent respectively.
Tradley pupils check more highly than Progmor pupils, particularly for 
Vid S, 22 per cent, compared with 6.8 per cent. It is conceivable that, 
being subjected to a tighter regime, they would react negatively to easier 
forms of control, having had little rehearsal for interaction with 
teachers at this level:
Vid B Tradley 2C5 Sex N/S' : "I would enjoy ... because you can throw
apples at him and take the micky out of him."
Vid S Tradley 4B Mixed Boy: "I would enjoy ... because he is soft and
does not take severe action."
Vid B Progmor 2EC Boy: "I would enjoy ... because he's a bleeding
poof you could punch hell out of him."
Vid S Progmor 4EA Boy: "I would enjoy ... because I could learn
and muck around".
Some of the pupils made statements attesting to the strong influence of social 
comformity pressures, i.e. that they would be forced to 'muck around* or Aness 
about' even if they didn't want to, because their friends would turn on them 
and revile them if they tried to be 'goody-goodies*. These sentiments are 
echoed in a statement made by a boy quoted by Rosser (1976): "You. got a 
whole class of 35 people, sat round absolutely mucking about, chucking 
books, ripping up books, everything like that ... You either stand up 
and walk out and go to a different class, or you join in. If you walk 
out of the class, you get called all the names under the sun - 'cissy',
'poof* and all this creep. So you just join in."
Category 4. Teacher not in Control. Too Soft. Negatively Evaluated
Many pupils are unhappy with a teacher who is too lax, too soft and 
unable to keep control. Vid B receives the greatest condemnation here,
22.5 per cent of the total responses; Vid S is in second place with 14.9 
per cent of responses. The girls express less tolerance for teacher B 
than do the boys; the Tradley group as a whole express less tolerance for
387.
teacher S:
Vid B Tradley 2A5, Girl: UI would not enjoy ... because he can't
control children properly and everyone 
would be naughty."
Vid S. Tradley 4A Mixed,Girl:"I would not enjoy ... because he couldn't
control it."
Vid B Progmor 2EB, Girl: "I would not enjoy ... because he is
much to (sic) soft."
Category 5. Teacher UJho Doesn't Make Class Work Hard - Positively Evaluated
Vids A, B and S invoke a sub-category, in which the teacher is shown to 
be positively evaluated because the pupil is not forced to work hard:
Vid A, Progmor 2GC, Boy: "I would enjoy ... because I would do not
work." (sic)
Vid A Progmor 4EA, Sex n/s: "I would enjoy ... because you don't have
to work hard."
Vid B Tradley 4A Mixed, Boy: "I would enjoy ... as I could relax."
Vid S Tradley 2C6, Girl: "I would enjoy ... because he belives (sic)
in not doing to (sic) much work."
This category of response is only checked by a small number of pupils, 
nevertheless it indicates a dilemma which faces many a classroom teacher.
It is an uphill task to motivate some pupils to work at anything in school, 
yet if they are not given work to do they are free to make trouble, "The 
devil finds work for idle hands to do". Some teachers take refuge in 
setting meaningless copying or drawing exercises which may only serve to 
increase the alienation. The female teacher, L, induces a higher rate of 
response in this category, 13.4 per cent overall, with Tradley pupils 
making twice.as many responses as Progmor pupils:
Vid L Tradley 4B Mixed, Boy: "I would enjoy ... because I could go to 
! sleep."
Vid L Progmor 4GC, Boy: "I would enjoy ... because I could relax".
It is not clear whether they attribute this to her gentleness, or whether 
they could get away with little work because she is a female.
Category 5.(i) Teacher Not So Strict-Good Atmosphere
A substantial proportion of responses, 11.7 per cent, to video-item S 
fall into a sub-category of 'Not so Strict - Good Atmosphere'. This 
teacher, described as urbane, and operating in the mid-positive mode is 
perceived by some pupils as striking the right balance between over- 
strictness and permissiveness:
Vid S Tradley 4A Mixed, Girl:"I would enjoy ... because the atmosphere
is good, he is not too strict."
Vid S Progmor E/H, Girl: "I would enjoy ... because he is not strict,
but is capable of handling the class."
This easier, more relaxed form of control appears to be more appreciated 
by Progmor pupils, possibly because it is more akin to what they are used to.
Category 5.(ii) Teacher Fair-Unfair
There are few allusions to 'unfair* modes of discipline. In response * 
to Vid R 6.4 per cent of the total sample make protestations about 'keeping 
in after school' and 3.2 per cent specifically mention unfair treatment:
Vid R Tradley 4B Mixed, Girl:"I would not enjoy ... because he punishes
everyone instead of finding out the culprits.
Vid R Progmor 4 E/H, Girl: "I would not enjoy ... because he is unfair
and bad-tempered."
Tradley pupils make twice as many references to the 'keepingin after 
school' mode of discipline, while the reference to 'unfair' treatment is 
checked more by Progmor than Tradley, more by girls than boys and more by 
fourth year pupils than second-year pupils. There is a differential 
response according to age and sex, possibly the assault on personal autonomy 
is felt more keenly at a more mature stage.
7.1.3.4 Quality of Teaching Category
Four categories contribute to the Quality of Teaching Category:
Cateoory 6. Teacher who Makes Lessons Interesting - Positively Evaluated.
Category 7. Teacher who is Boring - Negatively Evaluated.
The large number of responses checked in the Interesting-Boring Category 
indicate that these are important reference points for pupils in their 
classification of teachers. The percentage rate of response ranges from 
1.1 per cent for Vid R to 20.6 per cent for Vid A and 17.4 per cent for 
Vid M.
A much higher proportion of Tradley pupils find teacher A boring; 
girls do so rather than boys,and fourth years rather than second years.
The restrained controlled manner of teacher A seems to be more acceptable 
to twelve year old boys in a progressive setting, the other groups seeming 
to demand a more active, interfering or participating manner. The same 
pattern of response obtains for vid M; the humorous authoritarian^is seen 
as less entertaining by fourth year girls in a progressive setting than 
by any of the other groups. For them he is utterly dull and boring.
An examination of sixth form responses shows that 25 per cent find 
teacher A 'boring1:
"boring own opinion put over too strongly";
8.3 per cent find teacher C 'interesting*;
"goes along with pupils' interests".
This dimension of Interest - Boredom is checked as more salient for Tradley 
pupils and for girls. It may be that at sixth form level where pupils 
have opted to 'stay on* the instrumental value of the school is appreciated 
and that Progmor boys are less concerned that the lesson should be 
interesting.
Category 8. A Good Teacher - Positively Evaluated
Category 9. A Poor Teacher - Negatively Evaluated
Rosser and Harre (1976) define a specific form of contempt experienced 
by pupils as being given teachers who are described, for one reason or 
another, as !a load of rubbish1, 'useless1 and 'unable to put the subject 
matter over well*. In this study the proportion checking the 'teaching* 
dimension ranges from 12.4 per cent for Vid L to 22.7 per cent for Vid. A.
In four cases boys check higher proportions than girls and in the other 
four cases the reverse obtains. In four cases fourth years check higher 
proportions than second years, in three cases it is the reverse^and for Vid 
Sjthe responses are almost equivalent. For five items Progmor pupils 
check higher proportion than do Tradley pupils, the reverse obtains for Vid 3 
and in the other two cases, VidsB and S;the responses are almost equivalent.
This dimension of interest in the quality of teaching appears to be all-
pervasive, and not attributable specifically to one or more sub-groups.
The sixth form response pattern is similar: 25 per cent check this 
response for Vid A, 29.2 per cent for Vid B, and 20.9 per cent for Vid C.
The distribution of responses between sub groups is as variable as for the 
main sample. See table 117. Approval of good teaching is expressed by” ■*" *- 
such statements as:
Vid A Tradley 2A5, Girl: "I would enjoy ... because his lesson
seems interesting and he joins in with 
the class."
Vid A Tradley 4B Mixed, Boy: "I would enjoy ... because he talks
calmly and looks as if he is a good 
teacher."
Vid A Progmor 2EB, Girl: "I would enjoy ... because he sets good
work. The work didn't seem very hard or 
easy and he wasn't too striked (sic)."
Disapproval or condemnation is expressed by:
Vid A Tradley 2A5, Boy: "I would not 8njoy ... because he ie not
v/ery clear.”
Mid A Tradley 4A Mixed, Girl:"I would not enjoy ... because this
teacher has taken an English lesson from 
comics. For a start most people would
not aprieciate (sic) having an English
lesson ’out of a comic’ because that is
not what we are at school for. liJe can 
easily read comics in our spare time.”
Vid A Progmor 4EA, Boy: ”1 would not enjoy ... because he dues
(sic) not make much of an impression of 
teaching. I would not learn.
It is apparent that a teacher is expected to be able to teach, to 
explain and to induce learning; but this can only take place after control 
is established and acknowledged. Howev/er, the two processes must go hand 
in hand; to the extent that a teacher is seen to have something worthwhile
to communicate, control will be more readily and easily negotiated.
7.1.3.5 Six Categories contribute to the Personal Characteristics Category:
Category 10. Teacher with Respect for the Individual - Positively Evaluated
Category 11. Teacher with no Respect for the Individual - Negatively Evaluated.
These two categories contribute to the overall dimension of 'Personal 
.Characteristics'. To be treated as an individual, a person worthy of 
consideration, is seen as important by most adolescents.
Table 114 shows that the percentage responses for this category ranged 
from 10.1 per cent for Vid A to no responses for Video items B and 0. The 
lack of control, poor teaching technique and personal qualities (negative 
affect) were more salient aspects of teacher B. The stronger aspects of 
control, good teaching technique and personal qualities (negative affect) 
were more salient aspects of Vid 3. Except for Vid S, Tradley pupils
checked this category more than did Progmor pupils. With the exception 
of Vid M, girls checked this item more than boys.
There was little consistency in direction of response differences for 
the two age groups. For Vids. C, R and S the older pupils used the 
category more, but the reverse obtained for vid M. The rate of response 
mas similar for both groups for Vids A and L. Sixth formers were 
concerned with this category for Vids A and C. In the first instance 
Progmor pupils checked more highly, and vice versa in the second instance.
A greater proportion of girls checked this category in both instances.
Examples of positive evaluation in this category are:
Vid A Tradley 2C3. Girl: "I would enjoy ... because he takes an
interest in the ideas of the children 
carefully and tries to understand what 
they are trying to say."
Vid C Tradley 4C Mixed, Girl:"I would enjoy ... because anything he
says you can give your own opinion on
it."
Vid S Progmor 4 E/H, Girl: "I would enjoy ... because he reasons
with pupils."
Vid A Progmor 4EA, Boy: "I would enjoy ... because he gives
people a choice to make up their minds 
about what kind of literature they would 
like to have."
Examples of negative evaluation in this category are:
Vid R Tradley 4A Mixed, Girl:"I would not enjoy ... because he is
terrible, treats a class of that age like 
6 year olds."
Vid L Tradley 4B Mixed, Sex "I would not enjoy ... because she treats
n^ s you like kids."
Vid L Progmor 2 TB, Boy: "I would not enjoy ... because she treats
you as infants children."
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Vid S Progmor 4 E/H Boy: "I would not enjoy ... because he could
not care".
The sixth formers are more expressive both in their approbation and their 
condemnation:
Vid C Tradley VI Form Girl: "I would enjoy ... because he*s real and
comes down to the level of the pupils."
Vid A Tradley VI Form Girl: "I would not enjoy ... because of the way
he stands in front of the class and 
teaches looking down on the children."
These extracts indicate some of the conflicting demands being made on 
a teacher in a classroom. He is expected to teach, but to acknowledge 
individuality and invite participation, yet at the same time not to talk 
down to, nor to become too familiar and matey with pupils. The analysis
of responses show no clear demarcation of expectations between groups
except that this seems to be a more salient category for girls and for 
Tradley pupils. It is possible that on the whole the girls are more mature, 
demanding greater respect and autonomy and more sensitive to being put down. 
They are taught in the same groups as boys of the same age, who, on the 
whole, are less physically and emotionally developed than girls. Teachers 
may need to adopt a certain approach with adolescent boys who often behave 
like ‘silly little idiots' and this spills over to the girls in the same 
class, who become resentful and rebellious.
Category 12. Teacher with a Sense of Humour, Positively Evaluated.
Category 13. Teacher who is Rejecting Humour, Negatively Evaluated.
These two categories also contribute to the dimension of 'Personal 
Characteristics' . Pupils indicate awareness of two aspects of humour, 
viz. where the teacher has a sense of humour and is prepared to tolerate 
the joker, and also where the teacher is himself active in promoting a 
humourous joking atmosphere. In particular, for Vid C,where 32.6 per cent 
of the responses fall into the Humour category, there are such responses 
as:
Vid C Tradley 2A5, Boy: "I would enjoy ... because he is a good
laugh and talks to you in your own 
language."
- yet in the same form
from another boy: "I would enjoy ... because he is a dirty
old bugger."
Vid C- Tradley 4A Mixed, Girl:"I would enjoy ... because you could have
a good laugh with him, and he could take a 
joke."
Vid C Progmor 2H Mixed, "I would enjoy ... because he goes round
SoX D/S* \
flashing nude pictures so i (sic) would 
like him and he does not tell you off and 
he is good fun."
Vid C Progmor 4EA, Girl: "I would enjoy ... it would be hilarious."
These responses are in sharp contrast to those made to Vid B in which this 
teacher is considered good for a laugh, as an object of ridicule: "a bleeding 
poof, you could punch hell out of him". This latter remark suggests a need 
to restore the power balance, and indicates a felt need for retribution in 
response to experienced insults of the past.
The opposite pole of the humour construct is seen by some pupils as 
"no fun", "nags and moans", "takes petty things seriously".
There is no clear evidence from the study that a humourous or joking 
mode is valued by one section more than another. In the case of sixth form 
pupils, those at Tradley find this more important than those at Progmor; 
the girls value this more than do the boys. As the overall proportion is 
only 4.2 per cent, it does not appear as a salient category for this older 
group of pupils.
Category 14. Personal Qualities of Teacher - positively evaluated.
Category 15. Personal Qualities of Teacher - negatively evaluated.
This study offers evidence of pupil concern with the personal qualities 
of teachers, both positive and negative. The total response rate ranges
from 11.7 per cent to 16.8 per cent for the seven male teachers and is as 
high as 39.4 per cent for the female teacher, Vid L. This last figure includes
10.3 per cent of referrents of a sexual nature. If the criterion of 
proportion of responses checked in a particular category is adopted, Vid S 
is the most popular male teacher overall, and Vid 3 the least popular.
Once again there is no clear trend in use of this category by the various 
sub groups, except that boys check more responses than girls^for a. 
greater number of items and^in like manner^fourth year pupils check more than 
do second year pupils. In the first instance this is contrary to 
expectations, one would have expected girls to be more concerned with personal 
qualities of teachers than boys. In the second instance the trend is in 
the expected direction. The sixth formers check 33.3 per cent of responses 
in this category for Vid A, 20.8 per cent in the negative direction, but 
only 8.4 per cent for Vids B and C. As with the younger age group, boys 
check a greater proportion of responses in this category than do girls.,.
Such descriptions as the following are used:
Vid L Tradley 2A5, Girl:
Vid A Tradley 2A5, Boy:
Vid S Tradley 4A Mixed,
Sex n/s:
Vid S Tradley 4A Mixed, Girl:
Vid S Progmor 2GC, Girl:
Vid S Progmor 2GC, Boy:
Vid L Progmor 4G/T, Boy:
Vid L Progmor 4G3, Boy:
Vid L Tradley 2C1, Boy:
Vid M Tradley 2A1, Sex n/s: 
Vid S Tradley 4A Mixed, Boy: 
Vid 3 Tradley 4A Mixed, Boy:
!I would enjoy ... because she is sensible 
and nice”.
’... because he is kind, doesn*t shout".
'... because he is nice".
'... because he is friendly, easy going."
'... because he keeps his temper and tells 
you off in a kind way."
'... because he is a kind old bleeter (sic)."
’... because she seems nice."
'... because he is nice."
'I would not enjoy ... because she is not
very nice."
... because he gets in a temper quickly."
... because he is not clever."
... because he is childish."
Vid A Progmor 2EB, Boy: "... because he is horrable (sic).’1
Vid S Progmor 4GC, Girl: "... because the teacher seemed to be v/ery
moaney."
Vid B Progmor 4EA, Boy: ”... because he is a nutter".
Vid S Progmor 4E/H, Girl: "... because he is a poof".
Vid A Tradley VI, Girl: "I would not enjoy ... because he seems to
think he is pretty smart."
Vid C Tradley VI, Girl: "Friendly, yet able to keep control."
Vid A Progmor VI, Girl: "He seems quite friendly and interesting."
Vid B Progmor VI Boy: "He is not very friendly."
Positive and negative attitudes are expressed by both boys and girls of 
both ages in the two schools. Some pupils would appreciate kindness and 
understanding because these attitudes are congruent with those experienced 
at home. Others would value them when perceived because they would be seen 
to be supplying a felt need which the home was not supplying. Yet others,
experiencing little of friendship and love at home would be unable to handle
it in the school situation, those proferring it would be regarded as •soft1, 
’sissy*, ’idiotic*.
Category 15(b). Personal Qualities. Negative, Hostile or Sexual References.
Attention has been drawn previously to the existence of a number of 
responses which contain either hostile sentiments or sexual references.
The form of the data does not permit investigation to ascertain whether 
these forms of reaction are culturally determined. In spite of the 
deliberate organisational innovation and ’progressive’ approach of Progmor, 
pupils there check in almost as many ’deviant’ responses as do those at 
Tradley*1 Such comments as the following have been reported:
Vid C Tradley 2A5, Sex n/s: "he is a dirty old bugger".
Vid S Tradley 2A5, Sex n/s: "would stick two fingers up".
Vid A Progmor 2, Boy: "not like to listen to the bleeding git
read about ...".
Vid M Progmor 4, Boy: "ho thinks he’s a bit of a high class 
snob”.
Vid B Tradley 4C, Sex n/s: "smells"
Vid R Tradley 4B Mixed, Boy: "thinks he’s god when really he’s a
bastard."
Chauvinism is most evident in the responses made to the female teacher, 
vid L. The proportion of responses in the category of'Personal Qualities
i
of Teacher for Vid L is 39.2 per cent, made up as shown in table 118.
TABLE 118
VID L - COMPOSITION OF RESPONSES IN PERSONAL QUALITIES
CATEGORY
Positive Response 
Personal Sexual
Negative Response 
Personal Sexual
All
Tradley
Progmor
10.5
8.0
12.8
7.2
12.0
2.1.
18.6 • 
20.0 
17.0
3.1
4.0
2.1
Figures are given as percentages of total responses.
For Vid L, boys* responses containing a sexual referrent form 13 per cent 
of their total responses, second year pupils make 14 per cent of their 
responses in this category. They include such comments as:
Tradley 2A5, Sex, n/s : "... she shows her pussy".
Tradley 2C1, Boy : "... she is nice and easy to fuck".
: "... she is nice and sexy".
: "... she got big boobs".
: "... she lets you get some fanny and 
tit".
: "... because her tits are to (sic) big".
: "... silly fucking cow, she talks through
her arse".
"... I do not like women teachers".
"... I do not like women teachers much". 
"... I don’t like women teaching, they 
wander off the subject".
Tradley 2C1, Boy 
Tradley 2C1, Girl 
Tradley 2A5, Boy
Progmor 4G/T Boy 
Tradley 4B Mixed Sex n/s
Progmor 4G/T, Boy 
Progmor 4GC Boy 
Progmor 4GC Boy
Such aspects of the interaction between pupil and teacher, the overt 
or covert sexual interest, the antipathy of some boys to female • teachers* 
the love-hate relationship of some girls to male teachers, these are 
widely recognised and acknowledged in the popular literature,but do not 
appear to have received adequate attention in the research literature.
These are powerful forces working, especially at adolescence; when - 
the pupils are searching for gender identity and looking for appropriate 
models on which to base their inter-sex relationships. While it is 
appreciated that some of the responses may have been made in a sense 
of bravado, or in an effort to adjust the balance^to take control of the 
situation and re-define it in their own terms, yet nevertheless, they 
are also indicative of areas of thought and feeling which are very 
important to them. Host of these type of responses to Vid L were made 
by boys, but similar forms of response have been made by girls to some 
of the male teachers portrayed, e.g.
Vid 0 Tradley 2C1, Girl : "he^ a big prick (sic)1'.
" " " ”... I would muck about with him and
kiss him".
Vid M Tradley 4B nixed,Girl: ”... I wouldn!t be able to keep my eyes
off his shape".
In view of these findings, it might be profitable to examine to what 
extent young students training to teach are aware of these sub-currents 
within the classroom, and to consider the advisability of alerting them 
or directing their attention to the significance of these preoccupations, 
particularly for those who are training to teach in secondary schools.
7.1.3.6 Differentiation of Response Categories by Teaching Mode
To facilitate an investigation of the significance of the differential 
response rate within the context of the teaching mode portrayed, the 
fifteen original categories were collapsed further, as shown below:
Original Category Nos. Collapsed Category Description of
Collapsed Category
1 - 5  X Control
5 - 9  Y Quality of Teaching
1 0 - 1 5  Z Personal Characteristi
2 x 2  contingency tables were prepared for each of these three categories 
versus the rest. These were tested for significance, using the chi-squared 
test,with Yates* correction applied. Computation details are given in 
appendix 12.5,. The following interaction effects were noted:
7.1.3.6.1' Control Category
(a; Between schools: When the Control Category,X,is considered, the
differences in response rate for Tradley and Progmor pupils reach a 
significance level of .01 for Vid S. There is a trend for Tradley pupils 
to check the'Control' Category more than Progmor pupils for Vid A and Vid B>also. 
However, Tradley pupils positively value the control potential of the middle 
of the road teacher A, but for the other two, B, the Trad-Negative, and S, 
the Mid-Positive teacher, the reverse applies. They are more concerned 
with the teacher*s inability to keep order. On the other hand, Progmor 
pupils emphasise the ‘softness* of teachers B and S, and welcome it as 
giving them licence to 'muck about*. 'v
(b) Between sexes: The difference in response rate is significant
at the five per cent level for Vid B, the girls using this category more 
than the boys. The trend is in the opposite direction for Vids L and M.
The girls find teacher B someone they could take for a ride; the boys pour 
scorn on the softness of teacher L, but are less unanimous in their 
response to teacher M. Some report him as being too soft, others as too 
strict. These two teachers were allocated by independent judges to 
opposite poles of the Traditional - Progressive continuum.
(c) Between ages: For most Video Sequences, the second year pupils
register a greater proportion of responses than do the fourth years in 
this category, although it is only for Vid C that these differences reach 
the five per cent level of significance. There is a similar trend for
Vid R but only at the ten per cent level. Most of the second year
responses to Vid C in the'Control* category X indicate contempt for the 
teacher*s 'softness*, yet at the same time almost half of them find him a 
useful 'playing up* target. The differences in response rate to Vid R, 
the Traditional Negative, are of the same order, which is somewhat
surprising. The group mainly responsible for this trend is Progmor 2.
For them, the informal matey manner of teacher C seems to invite ’playing 
about*, uhile the sergeant major attitude provokes either revolt or 
amusement, but not fear:
"It would be fun to see him shouting and doing his nut", 
and
"It’s funny to see a teacher get niggled".
The sixth formers, as would be expected, show less pre-occupation with 
the'control1 Category than do the other sub-groups. However, it must be 
appreciated that the sixth form sample was small and may not have been 
representative of the population as a whole.
7.1.3.6.2 Quality of Teaching Category
I * 1 •
The categories of Interesting - Boring and Good Teaching - Bad Teaching 
were collapsed to form Category Y, ‘Quality of Teaching! Analysis of the 
responses falling into this category shows that the differences between 
the two school groups failed to reach a significance level of 5 per cent 
for any of the teacher modes. The trend Ibr Vid M was in the direction of 
Tradley pupils checking more than Progmor pupils, especially on the 
’boring* element. For Vids L and R the trend was in the opposite direction, 
the ’good teaching’ element being particularly salient for Progmor pupils.’ ' 
It appears from these results that Progmor pupils are especially 
appreciative of direct formal teaching, possibly because this is a mode 
with which they are unfamiliar. On the other hand, Tradley pupils check 
this as unacceptable, in particular for Vid M, perhaps because it is the 
common mode they are used to. Both groups are looking in reverse 
directions for a change of presentation.
There are no significant differences in response rate between the 
boys and girls of the sample. The trend for Vids M and 3 is for the girls 
to check more highly than the boys in this category. A comparison of the 
second year and fourth year groups shows that for Vid A, the difference is 
significant at the two per cent level, but for Vid L it only reaches the 
tdn per cent level. For Vids C and M the trend is in the same direction,
with fourteen plus pupils checking a greater proportion of responses than 
twelve year old pupils. It appears to be the sign of a more mature 
response pattern, to pay attention to the quality of teaching7and to be 
concerned to receive interesting stimulating teaching.
7.1.3.6.3 Personal Characteristics Category
To investigate differences between groups, categories D, E and F 
were collapsed to produce category Z, named ’Personal Characteristics* 
and the Chi-squared test applied. Differences between schools were 
significant at the one per cent level for responses to Vids R and S.
For Vid S Progmor pupils checked more responses than did Tradley pupils, 
but the reverse applied for responses to vid R. The trend was in the same 
direction as R for Vid L and as S for Item B, but both failed to reach a 
significance level of five per cent. These teachers are classified as 
Traditional - Negative, Weak (B), Progressive - Positive (L), Traditional 
Negative - Strong (R) and Mid - Positive (s). There is no one mode of 
teacher style which provokes differential attention to personal qualities 
within the two schools.
There are no significant differences in response rate between boys and 
girls, but for Vid B there is a trend for boys to check this category more 
than girls. When age difference is considered, for Vids R and S,fourteen 
year old pupils check more in the ’Personal Characteristics* category than 
do twelve year olds. This is a trend only for Vid S, but reaches significance 
at the five per cent level for Vid R. Thus it is in the two Traditional 
modes, Weak and Strong, and the Mid-positive mode7that differentiation is 
noted most strongly. Fourteen year olds also take more account of the 
Mid-positive type,S, and the Sergeant Major type,R, while boys check more 
under this category than girls for the Traditional-Negative, Weak (B).
7.1.3.7 Summary of Usage of Response Categories by Video-Sequence
The use of the three global categories, 'Control', 'Quality of Teaching1 
and'Personal Characteristics of Teacher', by school, age and sex sub-groups 
was examined for each portrayed teaching mode. Summaries of the findings 
are given below:
402.
Traditional Mode 
Vid M, the Traditional - Positive mode
Differences approaching five per cent significance level:
Quality of Teaching ^ Tradley > Progmor
14+ > 12+
Girls > Boys 
Trend for Control 12+ > 14+
Vid R, the Traditional - Negative, Strong, mode
Differences significant at tuio per cent level:
Personal Characteristics - Tradley > Progmor
14+ > 12+
Differences approaching significance at five per cent level: 
Control - 12+ > 14+
Quality of Teaching - Progmor > Tradley
Vid B, The.Traditional ■- Negative, Weak, mode
Differences significant at five per cent level:
Control - Tradley > Progmor
Girls > Boys
Differences approaching significance at five per cent level:
Personal Characteristics - Progmor > Tradley
Boys > Girls
Mid Mode 
Vid A, the Mid-Positive mode
Differences significant at two per cent level:
Quality of Teaching - 14+ 12+
Differences approaching significance at five per cent level:
Control - Tradley A Progmor
12+ > 14+
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5. Vid C, the Mid-Positive mode
Differences significant at one per cent level:
Control - 12+ > 14+
Differences approaching significance at five per cent level: 
Quality of Teaching - 14+ > 12+
6. Vid 3, the Mid-Positive mode
Differences approaching significance at five per cent level: 
Quality of Teaching - Girls > Boys
7. Vid S« the Mid-Positive mode
Differences significant at one per cent level:
Control - Tradley > Progmor
Personal Characteristics - Progmor > Tradley
Differences approaching significance at five per cent level:
Control - 12+ > 14+
Personal Characteristics 14+ * 12+
Progressive Mode
8. Vid L, the Progressive-Positive mode
Differences approaching significance at five per cent level:
Quality of Teaching - 14+ ^ 12+
Personal Characteristics - Tradley > Progmor
A summary of differential category usage by school, age and sex is 
given below:
Differences which were significant at the five per cent level or 
more, or approached this level of significance -
'Control Category'- this was used more by Tradley and the
younger age group.
'^Quality of Teaching'- this was used more by Progmor, the older
age group and girls.
‘Personal Characteristics1 - this was used more by the older age
group and boys,
it was used equally by Tradley and 
Progmor.
Traditional mode
There are more between group differences reaching significance level 
for this mode, especially for Vid R.
Mid-mode
Vid S induces the greatest variation of responses in this mode of 
teaching.
7.1.4 Discussion of Results
7.1.4.1 Pupil Responses to l/ideo Sequences of Teaching Modes
The content analysis of responses.to a selection of video sequences
provides some insight into how pupils perceive teachers and what their
expectations of them are. The evidence suggests that pupils typify teachers
by reference to a set of characteristics, a set which appears universal
across school, age and sex. Hargreaves (1977, p. 275) proposes that implicit
in the Characteristics model* is the assumption that:
Actual teachers and pupils are typified as a unique 
configuration of such characteristics, and these 
typifications are constructed in the form of an 
identi-kit.
The characteristics adopted as frames of reference by the pupils in 
this study comprise aspects of control, quality of teaching, respect for-  ^
the individuality of the person, and personal attributes of the teacher.
The teaching modes portrayed on video were readily classified in these 
terms by all pupils. The different modes induced a variety of con­
figurations of the overall characteristics, but there was no discernible 
pattern or rules governing the formulation of such configurations by sub­
groups. The configurations obtained will be reviewed after the set of 
characteristics employed by pupils have been discussed.
The content analysis did reveal, however, a complex framework within 
which secondary age pupils formulated rules of desirable control techniques 
for their teachers. They are held as being responsible for establishing and 
maintaining control in the classroom. This is seen as the first priority. 
Nevertheless, the form of control must of necessity be circumscribed. It 
must be neither too lax, nor too strict; in Hargreave's terms it has to 
be negotiated. Justifiable retribution follows failure to assess and 
negotiate the * correct* mode and extent of control. For those who see 
school as instrumental in their success, either immediate or long-term, 
there is dissatisfaction with a teacher who fails to keep control, contempt 
for his *softness* and *wetness*. For others who are in varying degrees 
alienated from school, the ineffectual teacher is seen as a justifiable 
object for attack and for playing up and teasing:
"I would enjoy ... because I would 
take advantage of her stupidness."
"I would enjoy teasing her and making 
her cry."
Rosser and Harre (1976, p. 174-175) have identified categories of 
offence by teachers and parents which constitute a system of justification 
for what the pupils do at home and at school. They write: "One of the 
worst categories of offence was indecision or weakness of will by those they 
expected to be strong ... the ’soft* teacher’s offence was to provoke more 
playing up. ... Not only did they disrespect parents and teachers for not 
me teing out punishment when deserved, but it was clear that they wished 
for discipline in the structure of their everyday lives."
This is apparent also in the accounts of the sixth formers; 41.7 per
cent of the responses to Vid B refer to features of ’softness*:
"He tries to be an authoritarian, but fails, in fact he 
has a hopeless personality." /
"He is not able to stamp his authority and personality on 
the class therefore he has no control over the class and 
they would be a waste of time."
Yet,even at sixth-form level, 16.7 per cent indicate a readiness to profit
from this teacher’s weakness:
"He is rather a joke teacher and would lighten the day."
There is no appreciable difference between the boys’ and girls* evaluations,
but as the numbers in the sample are small, no definitive conclusions can be
made. On the whole, Progmor sixth-form pupils make more references to
control aspects than do Tradley.
t
The salience of the ’Control* dimension, revealed in this study, 
confirms Nash’s (1973) assertion that one of the six major constructs used 
by twelve-year old children to typify their teachers was that of ’Keeps 
Order - Unable to Keep Order*. He obtained three supporting descriptions 
of this construct:
Strict ^ - Soft
Punishes You - Doesn’t Punish You
Keeps Things Quiet - Allows a Noise
M i d  L Tradley 4B Mixed, Sex n/s: 
M i d  L " " " " *’
The expectations of pupils influence their response to the teacher’s 
preferred mode of control, or his commonly exhibited mode. These expectations 
are compounded from the individual personality, the cultural pressures of 
the home, and peer influences. During adolescence they are influenced 
particularly by the needs of this developmental stage. There is the search 
for identity, the demand for a degree of autonomy, and revolt against 
authority figures. In this context, the ambivalence expressed to controlling 
influences can be understood. On the one hand there is the wish for secure 
firm guide lines,and on the other,the desire to break ajay, to be independent, 
and to be intolerant of control, even when the rationality of this control 
is appreciated. Lang (1977) claims to have discovered evidence of pro- 
school and anti-school attitudes both in the same children, side by side, 
and has sought to explain the ambivalence in terms of meaninglessness, 
powerlessness and cultural demands. This ambivalent attitude to authority 
and control is present in all of us to a greater or lesser extent. The 
school child has to decide on the options open to him, to slot in, to make 
a pretence of integration, or to retreat and rebel.
No clear differences in attitudes to control was apparent between the 
two schools. It might have been expected that at Progmor the pupils would 
have been helped to come to terms more with their ambivalent attitudes, 
but from the summary of results in section 7.1.3.7 it can be seen they are. 
equally prepared to take advantage of a teacher’s ’weakness*. As reported 
previously they perceive the teacher mode of Vids C and R as a challenge, 
whereas a larger proportion of Tradley pupils would ’play up’ teacher S:
"I could muck around" and "would be funy (sic)".
Nash (1973) identified a second major construct used by his sample:
'Fair - UnfairJ supported by pupil descriptions of:
No favourites - Has favourites
Consistent - Inconsistent
Fair - Picks on People
There was less evidence of the use of this dimension in the present study.
It is possible, that apart from Vid R, the stimuli did not tap this 
dimension. Observation in classrooms reveals that pupils are concerned
to receive fair treatment and are particularly incensed by teachers who 
’pick on people1. It must be admitted that this is sometimes part of a 
persecution complex and a denial of being the wrong-doer:
"It wasn’t me,Sir, it was who punished me."
The present study confirms Nash!s (1973) identification of the 
'interesting - Boring1 dimension as being of major importance to pupils in 
their construing of teachers. His pupiis used such confirmatory descriptions 
as:
Good - Dull
Unusual - Ordinary
Different - Same
The pupils of the present study were even more outspoken and condemnatory
of dull and boring teaching, especially the older ones. This report by pupils
of ’being bored* and the irrelevance of schooling is indicative of a common
malaise. Lang (1977, p. 193) reports in some pupils:
a state of almost suspended commitment to everyday life, 
of inactivity, of vacuum ... How to make sense of an 
insensible culture is a problem which daily dominates 
most children’s experience, across the broadest 
spectrum!
Raven (1977, p. 235) writes:
Enthusiasm for, and willingness to participate in, ^
school tasks is, as we have seen, dependent on an 
appropriate match between the pupil’s needs (determined 
by the background from which he comes, his present 
knowledge, skills and attitudes, and the sort of 
knowledge, skills and attitudes that he will require 
for the life he is going to lead), the nature of the 
tasks that he is set, and the sort of environmental 
pressures which are brought to bear upon him.
These two quotations highlight the different approaches to the problem 
of alienation and boredom, as expressed by a sociologist, operating within 
a Marxist framework; and a psychologist, operating within an education 
framework. Boredom and apathy still obtains and is still expressed, albeit 
less so, in the school operating a progressive regime. The question is whether 
this is an inevitable accompaHiment of institutionalised compulsory schooling 
catering for such a wide diversity of students^or whether it is possible for 
teachers, working with the active support of researchers, to modify their
pedagogy and "initiate cultural change in educational practice from within 
the classrooms" (Adelman, p. 235).
The modification of pedagogy to induce more ’relevance’ in the class­
room would constitute ’good teaching* for many pupils. This study confirms 
the salience of the'Good Teaching - Bad Teaching1 dimension identified by 
Hash (1973) and also reinforces the findings of Rosser and Harre (1976) 
that pupils experience it as a form of contempt if they are given ’useless* 
teachers. Hash’s pupils construed this dimension as ’Explains - Doesn’t 
Explain' characterised by the descriptions:
Helps you - Doesn't Help You
Can be understood - Can’t be understood.
They also used the construct 'Teaches You - Doesn’t Teach You', characterised 
by the descriptions:
Keeps you busy - Doesn’t keep you busy
Lets you get on - Stops you getting on
Keeps you busy - Just talks
Rosser and Harre*s sample . was more outspoken and condemnatory, as were the 
pupils in this study.
It has been established that pupils expect and,in most cases, wish 
to receive good, interesting and inspired teaching,relevant to their own 
situation, lilhat is now necessary is that this quality of teaching be 
defined in behavioural terms for particular groups of pupils in specific 
situations. There is no global panacea.
The dimension of 'Respect for the Individual* was not tapped by Hash’s
(1973) methodology. This study shows that it becomes more salient as 
pupils mature. The older pupils, especially the girls, check this 
category more than do other groups. Hotably Tradley check more than
Progmor. Can it be that they are treated more like children and are seeking
for a degree of autonomy and recognition which is not accorded to them?
Rosser and Harre (1976) identified a perceived form of contempt 
recognisable by such phrases as 'treating me like a kid'. They found that 
it was important to the pupils they talked with, that they should be 
recognised as persons in their own right; it was taken as deeply contemptuous
to bo treated as anonymous.
The*Humour*dimension, important for this study sample, was not
identified by Nash. It has however been extensively researched and
reported on by Walker and Goodson in Woods and Hammersley (1977) and by
Woods in Hammersley and Woods (1976). Comment on the Walker and Goodson
article in the Introduction to the book (1977, p. 21) reads:
Thus Walker and Goodson discuss the diverse functions of 
humour in the classroom ... Thus humour, besides 
operating as a means of direct social control, for instance 
in the form of sarcasm, can also be used by teachers to 
initiate personal relationships with pupils. Jokes can 
humanise a teacher, transforming him from an official to 
a person in the eyes of the pupils. Humour is also an 
important means of communication with pupils who inhabit 
different cultures from that of the teachers. Only by 
the teacher accepting jokes and taunts from pupils, 
encouraging the comic, can he signal the acceptance of 
diverse cultures, in some of which joking is an essential 
feature of everyday life. This is one way in which 
school knowledge and everyday experience can be brought 
together and learning enhanced.
An important construct category identified by Nash (1973) and evidenced 
in this study, shows that pupils are concerned about the personal qualities 
of teachers both positive and negative. Nash labelled the construct used 
by his group of pupils as 'Friendly - Unfriendly' and supplied pupil 
descriptions of:
Kind/Nice - Unkind
Talks gently - Shouts
Has a laugh - Gets on at you
These he subsumed under the 'Friendly/Unfriendly1 construct. He did not
select out the last description for separate treatment. The variety
of responses provided to the same input stimuli across schools, ages and
sexes confirms that account has to be taken of pupils' personal characteristics,
home background and previous experience in trying to formulate conditions
for meaningful, profitable interactions between pupils and teachers.
Bowlby (1953, p. 12) stresses the long-term effects of early 
unsatisfactory experiences:
Partial deprivation (i.e. of mother or mother substitute)
brings in its train anxiety, excessive need for love, 
powerful feelings of revenge, and arising from these 
last, guilt and depression ... Complete deprivation ... 
has even more far-reaching effects on character 
development and may entirely cripple the capacity to 
make relationships with other people.
While it is true that Bowlby's initial treatise has been developed and 
modified, it nevertheless holds true that experiences in the formative 
years have long term effects, and that during adolescence there is some 
regression to childhood forms. The pupils in a single classroom bring such 
diverse experiences with them, from the past and from the immediate present,
that it is reasonable to expect a complex of reactions to the same teacher
figure, particularly in the affective area. The school is only one of many
influences operating on the adolescent. This helps to account in part for
the diversity of responses across sub groups, and the lack of consistent 
detectable influences of school ethos.
There are also cultural influences at work, determining in part the
responses which pupils make to statutory schooling and to their teachers.
Willis (1977, p. 188-91) draws attention to this when he claims that;
counter-school culture is part of the wider working class 
culture of a region and ultimately of the nation, and, in 
particular, runs parallel to what we might call shop- 
floor culture ... the central, locating theme of shop-
floor culture - a form of masculine chauvinism arising
from the raw experience of production - is reflected in 
the independence and toughness found in school counter­
cultures ... the teacher who tries to use working-class 
themes or styles may be rejected because he's a teacher:
"There's nothing worse than a teacher trying to be too
friendly", and that a teacher who innovates organisationally - 
destreaming,mixed ability groupings, etc., can never prevent 
the emergence of oppositional working-class themes in one 
form or another.
If this is a legitimate thesis it would help to explain why Progmor 
with its deliberate organisational innovation has not succeeded in inducing 
a more positive attitude to the type of schooling it seeks to offer.
7.1.4*2 Configurations of Teacher Characteristics used by Pupils
Traditional Mode
1. V/id M, Traditional-Positive mode
Adult students described this teacher as indoctrinating, suppressing 
individual thought, but good-humoured and verbally adroit, a didactic 
teacher. Pupils from Tradley, older pupils and girls find the Quality of 
Teaching more notable than do their counterparts. It is possible that the 
didactic mode is an element which is appreciated, and particularly for 
Tradley pupils, is consonant with their own experience of school. Control 
and Quality of Teaching are equally salient for this mode.
2. Y/id R, Traditional - Negative, Strong, Mode
This teacher is described as harsh, aggressive and belligerent by 
adult students. Tradley and older pupils comment more on the Personal 
Characteristics, younger pupils comment more on Control aspects, and Progmor 
make more reference to Quality of Teaching. The control element would come 
across most strongly to younger pupils; the older pupils, especially those
at Tradley, react negatively to this portrayal. They may be projecting on
to teacher R some of the felt antagonism towards their own teachers; direct 
discussion with pupils would aid in clarification of this point. Progmor 
pupils seem prepared to concede some element of good teaching in this 
instance. They may be less intimidated and overwhelmed by the domineering 
mode^either because they have not experienced it, or,supported by the 
ethos of the school, have found ways to circumnavigate it, (Observation of 
a classroom incident by the writer would suggest the latter explanation is 
more tenable). Control is the dominant characteristic used in typifying 
this mode. '
3. Uid B, Traditional Negative, Weak, Mode
Adult students described this teacher as ineffective, inefficient and , 
disorganised. Tradley pupils and girls pay more attention to the Control 
aspects, while Progmor pupils and boys comment more on Personal 
Characteristics, mostly in the negative direction. Progmor pupils, and
boys, in particular, show little tolerance for this inability to cope,and 
direct their attack against the teacher as a person. Girls are prepared 
to seize the opportunity to play about and have a ball. The boys may 
experience this performance as an affront to their masculinity, that a 
member of their sex should fall down in this manner. Girls, on the other 
hand, are prepared to take advantage of the opening afforded, and enjoy a ' 
feeling of superiority. Control is seen as the dominant characteristic in 
assessing this mode.
Mid•Mode
4. V/id A, Mid-Positive Mode
This teacher is perceived by adult students as boring, withdrawn, 
lacking in dynamic, and manipulative, but at the same time maintaining a 
friendly informal atmosphere. Older pupils comment more on the Quality of 
Teaching, emphasising its poor quality. Tradley and younger pupils take more 
account of the Control element. Younger pupils appear more concerned to find 
a secure framework within which to work, whereas older pupils are open to. . 
differentiate other dimensions of the teaching - learning situation.
Quality of Teaching is the most salient characteristic.
5. Vid C, Mid-Positive Mode
Most adult students report this teacher as being friendly, easy-going, 
creating a relaxed atmosphere,but a minority see him as patronising and 
too personal, an untidy progressive. Younger pupils check the Control 
category more while older pupils are more concerned with the Quality of 
Teaching. These are similar reactions as those made to teacher A. Humour 
is the most salient characteristic overall.
6. Uid 3, Mid-Positive Mode
This sequence was not viewed by adult students, but the teacher was 
described by two adult viewers as being capable, confidant and controlled. 
Girls emphasise the Quality of Teaching more than boys, but reactions are 
similar across all other categories and sub-groups. Control is the most 
salient characteristic.
7. Vid 5, Mid-Positive Mode
There is less consensus of opinion amongst adult students about 
this teacher. Some see him as ineffective, uninspired, disorganised, 
with poor class control, while others see him as relaxed, friendly, 
reasonable and quite effective. Tradley and younger pupils take more 
account of Control characteristics, whereas Progmor and older pupils pay 
more attention to Personal Characteristics. The acceptance of a teacher as 
a person, not a stereotype, may indicate an ability to sustain a more 
mature relationship, evidenced by older pupils, especially those at Progmor. 
Control is still the most salient characteristic, but it attracts just 
under half the total responses.
Progressive Mode
8. Vid L, Progressive-Positive Mode
This sequence was not viewed by adult students, but two adult viewers 
described this teacher as gentle, structured, logical with a didactic 
approach, pupil-centred to a certain degree. Older pupils are more 
concerned with Quality of Teaching and Tradley more with Personal 
Characteristics. No doubt the older group, being more sophisticated, 
are able to recognise the value of Vid L*s teaching contribution and to 
tolerate a more flexible approach. Personal Qualities is the most salient 
category, due to the large proportion of sexual referrents made.
Taken overall,'Control* is the most important characteristic used by 
pupils to typify the teacher portrayals in this study. In only two 
instances, a traditional and a middle mode is the same or more attention 
given to the'Quality of Teaching! In the case of the only female teacher 
it is the'Personal Characteristics'which are seen as paramount. It is 
not possible with the limited evidence available to determine how much the 
stimulus source contributed to this pre-occupation with the'Control. 
dimension. Where between group differences reach significance,or approach 
significance at the five per cent level, Tradley pupils and the younger 
age group use the Control category most; the older age group and girls 
check the Quality of Teaching Category most. There is less differentiation
between schools in the use of the Personal Characteristics category; the 
older pupils use this more than the younger ones for the Traditional 
mode, R, and the Mid-mode S. A pre-occupation with aspects of control 
seems to be a less mature response. Tradley pupils' predilection for 
this category may be due in part to the conditioning influences of the 
school. The control element is strong, the traditional teacher-pupil 
relationship is advocated, with maintenance of Social Distance. There is 
less encouragement given to experimentation, especially in interpersonal 
relationships.
The most significant feature which emerges from this content analysis 
of pupil responses to teacher styles, is the commonalty of response across 
schools, age and sex. There are a limited set of conventional categories 
used by pupils in appraising teachers, or at least in recording their 
appraisal of teachers. This proposition is borne out by the findings 
of Nash (1973) and Rosser and Harre (1976).
7.2 *Ideal Teacher* Responses
7.2.1 Results
Data obtained from the *Ideal Teacher* Questionnaire (appendix 12.3) 
uas examined and a content analysis made of the completed responses to 
statement A: "My ideal teacher would be ...” Similar categories as those 
used in the video sequence analyses, with minor modifications, were 
found to encompass most of the responses. The categories employed were:
1. Control - Positive
2. Control - Hid
3. Control — Negative
4. Not Make Work Hard - Positive Evaluation
5. Interest
6. Good Teaching
7. Fair Treatment
8. No Pets
9. Social Distance
10. Sense of Humour
11. Joking
12. Personal Qualities
•COI—1 Appearance
14. Sexual Referrents
15. Named Responses
16. Deviant Responses
Percentage responses for the total sample, Tradley and Progmor, boys 
and girls, second and fourth years and the eight sub-groups identified by 
school, year and sex, are given in table 119.
Dust over one quarter, 25.2 per cent of total sample responses; fall 
into the'Control' category, 18.7 per cent relate to'PBrsonal Qualities' 
of the teacher, 10.6 per cent to'Teaching Qualities', and 15.8 per cent 
to'Humourous'or'joking' Qualities.
Tableng: Summary of 'Ideal Teacher1 responses by categories,
controlling for school, age and sex
Category Total
Samole
School 
Tradley Progmor
Age
12+ 14+
Sex 
Boys Girls
1 Control - 
Positive
10.4 10.2 10.7 9.5 11.8 10.0 9.9
2 Control - 
Mid
13.2 12.0 15.2 15.1 10.3 13.2 13.8
3 Control - 
Negative
1.6 1.9 1.1 2.1 0.9 1.6 1.8
4 Not work hard
Positive
evaluation
- 1.8 2.1 1.3 2.1 1.4 2.0 1.5
5 Interest 5.6 6.8 5.5 3.5 8.9 4.1 6.8
6 Good Teaching 10.6 10.4 11.0 10.9 10.1 10.4 11.2
7 Fair Treat­
ment
1.5 1.5 1.6 1.7 1.2 2.0 1.1
8 No pets 0.5 0.6 0.3 0.8 - 0.7 0.4
9 Social
Distance
6.0 7.3 3.7 4.1 8.9 5.0 7.0
10 Sense of 
Humour
8.5 9.6 6.4 8.1 9*f 5.7 11.2
11 Joking 7.3 8.0 5.9 8.8 5.0 7.3 7.2
12 Personal
Qualities
18.7 17.2 21.4 20.1 16.5 17.9 20.3
13 Appearance 4.8 4.5 5.3 5.1 4.3 6.6 3.5
14 Sexual
Referrent
6.1 4.9 8.3 5.2 7.4 8.8 2.6
15 Named
Responses
2.4 2.2 2.7 2.5 2.2 3.4 0.9
16 Deviant. Res- 1.0 0.7 1.6 0.5 1.9 1.4 0.7
ponses
Figures are given as column percentages
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TABLE 119 continued
Sub-Groups
Tradley 2 Tradley 4 Progmor 2 Progmor 4
Category Boys Girls Boys Girls Boys Girls Boys Girl£
1 Control - 
Positive
8.0 9.4 7.2 12.8 13.9 9.4 12.9 7.4
2 Control - 
Mid
16.7 15.1 8.0 6.8 12.9 15.0 15.6 20 A
3 Control - 
Negative
3.6 3.3 - - - - 2.6 3.7
4 Not work hard -
Positive
evaluation
3.6 0.8 0.8 3.4 3.0 1.6 •
'
5 Interest 2.2 4.5 8.8 14.5 1.0 4.7 3.9 5.6
6 Good Teaching 12.3 12.6 7.2 9.4 5.9 9.4 18.2 13.0
7 Fair Treatment 3.6 0.4 0.8. 1.7 2.0 2.4 1*3 -
8 No pets 1.4 0.8 - - 1.0 . - ' -
9 Social Distance 5.8 3.7 7.2 17.1 2.0 5.5 3.7
10 Sense of Humour 5.8 12.6 7.2 12.0 2.0 7.1 7.8 13.0
11 Joking 13.8 8.2 4.8 3.4 4.0 9.4 3.9 5.6
12 Personal
Qualities
8.7 22.0 25.6 13.7 24.8 26.8 12.9 11.1
13 Appearance 5.8 4.1 6.4 1.7 9.9 3.1 3.9 5.6
14 Sexual Referrent 4.3 1.6 10.4 1.7 13.9 3.9 r "* 7.8 5.6
15 Named Responses 2.9 0.4 4.0 1.7 4.0 1.6 2.6 -
16 Deviant 1.4 0.4 1.6 _ _ 2.6 5.6
Responses.
Figures are given as column percentages
7.2.1.1 Control Categories, Nos. 1 - 3
More than half of the control category responses indicated that 
pupils were looking for a *middle of the road* teacher on this dimension
Tradley 2G: "My ideal teacher would be quite strict, friendly.’.1
Tradley 4B: ”... would be one who can keep order, not too strict
not too slack.”
Progmor 3B: "My ideal teacher would be not too soft, not too
strict.”
Progmor 4B: "... would be in between, strict and easy."
Nevertheless almost as many responses in the control category specified 
positive control as being desirable (41.2 per cent as compared with 
52.4 per cent for mid control).
Tradley 2B: "... strict"
Tradley 4G: "... firm"
Progmor 2G: "... strict, makes you do things"
Progmor 4G; "... in control".
The control negative group, a very small proportion were looking for a 
teacher who was easy going and very soft, one you could *muck about with
Table 119 shows that a greater proportion of Progmor pupils than
i (
Tradley pupils check the Control-Mid category. This may be because it 
is congruent with their experience and a form of control which is valued 
There is no difference between boys and girls for this category, but 
second years check a higher rate of response for'control-mid*than do 
fourth years while fourth years seem to be more concerned with positive 
control than do second years.
When the responses of the eight sub-groups are examined it can be 
seen that Progmor fourth years, both boys and girls, are most concerned 
with aspects of control, while Tradley fourth year boys are least 
concerned. Tradley fourth year girls are looking for stricter control, 
while Progmor fourth year girls prefer the *middle of the road* mode. 
Tradley pupils seem to expect the boundaries to be more tightly defined,
whereas the Progmor pupils can tolerate a freer form of control.
Sixth formers also articulate a requirement for control to be exerted 
by the ideal teacher. One Tradley boy, two Tradley girls and two Progmor 
boys wish for positive control:
Sixth Form 
Tradley Boy: 
Tradley Girl-: 
Tradley Girl: 
Progmor Boy: 
Progmor Boy:
"My ideal teacher would be firm."
”... would be firm, in control."
"... would be firm."
"... would be strict but approachable." 
"... would be firm but fair."
One Tradley boy, four Tradley girls, but no Progmor pupils cite *middle 
of the road* characteristics as being ideal:
Sixth Form 
Tradley Boy:
Tradley Girl: 
Tradley Girl:
Tradley Girl: 
Tradley Girl:
"My ideal teacher would be not too strict but 
enough to keep order."
not appear strict but in control."
"... be firm, in control in * friendly way*, not 
*shut up and sit down or you get the cane1."
"... be fairly free, good atmosphere, makes pupils 
give in homework, not too personalised."
"... be not too strict."
There is more concern with aspects of control expressed by Tradley 
sixth-formers than by those at Progmor. Possibly they are more aware 
of restrictions.and limitations and seek to define the extent of these. 
A small study of sixth form attitudes in both schools by a student, 
Ashwell (unpublished) revealed that the sixth-formers at Progmor wished 
for firmer discipline than that they were experiencing, while their 
counterparts in Tradley were desirous of an easing of discipline . This 
could be symptomatic of the search for the desired mid-way with the 
feeling that the prevailing circumstances were too much to one side or 
the other.
7.2.1.2 Not Hake Uork Hard, Category No. 4
In the main sample, a small proportion of comments refer to the 
ideal teacher as one who demands less work from the pupils. This is a 
cri-de-coeur for some:
Tradley 2 Girl: "... one who doesn*t set hard work."
Tradley 4 n... sets homework only when necessary."
Progmor 2 Boy: "... one who doesn*t get us to write much."
Progmor 4 - , no responses in this category.
For no group is the response rate greater than 2.1 per cent of the 
total responses, but the breakdown for sub-groups shows that this category 
is most salient for Tradley second year boys, with Tradley fourth year 
girls in second place7and Progmor second year boys in third place. The 
attitude of second year boys in both schools is not surprising, there 
is a^disenchantment with work, especially homework. It is seen ""as 
interfering with much more important pursuits. The response of the fourth 
year girls is more out of character, unless this is an indication of 
a revolt against too much pressure and too much homework being given 
*just for the sake of it*.
7.2.1.3 Interest, Category No. 5
The wish that the school day should pass in an acceptable manner 
brings the expressed desire that the work should be interesting and 
enjoyable:
Tradley 2 Girl: "My ideal teacher makes lessons interesting or
arranges activities."
Tradley 4 Girl: "... interesting."
Progmor 2 Girl: "... gives enjoyable lessons."
Progmor 4 "... holds interest, doesn*t work straight from
book."
The proportions of responses falling into the1 Interest' category 
range from one per cent (Progmor second year boys) to 14.5 per cent 
(Tradley fourth year girls), the percentage overall being 5.6 per cent. 
Tradley demands this more than does Progmor, girls more than boys and
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fourth year pupils more than second years. It is possible that younger 
pupils, boys especially, take on trust what is offered. School is seen as 
a necessary ev/il which has to be borne, but if interest comes it is something 
of a bonus. School lessons are a chore, it is unrealistic to expect them 
to be interesting. On the other hand, the fourth year girls, with a greater 
maturity of judgement, may feel that lessons might contain something of 
interest and value and might be regarded as something more than a vehicle 
for examination successes. Once again, with the data available;it is 
difficult to decide whether for Tradley pupils it is something they 
experience and appreciate, or whether it is a lack they feel in their own 
schooling.
The sixth form responses follow a similar distribution, one boy and 
four girls at Tradley, but only one girl at Progmor, check in this category. 
Their comments are:
Sixth Form
Tradley Boy: "My ideal teacher would get interest out of the
class."
" .. keep interested."
.. makes lesson interesting."
.. interesting, broad experience."
.. takes interest in pupil*s work." :
.. interested in my work, produce interesting 
lessons."
Tradley Girl: 
Tradley Girl: 
Tradley Girl: 
Tradley Girl: 
Progmor Girl:
7.2.1.4 Quality of Teaching, Category No. 6
All groups look for good teaching and a willingness and ability to
explain work. The proportion of responses range from 10.1 per cent to
11.2 per cent for the three groupings of school, sex and age. Greater 
differences are observed when the eight sub-groups;characterised by 
school, age and sex, are examined. The highest rate of response is made 
by Progmor fourth year boys, and the lowest by Progmor second year boys. 
Whether the older boys have experienced and appreciated good teaching and 
are able to register the value of this, or whether they have come to feel
the need for this?it is difficult to say. They express such sentiments
as:
Progmor 4 Boys:
Progmor 2 Boys!
"My ideal teacher would explain well so that the 
pupils knew what they are doing, helps individual 
with difficulties."
"... teaches well."
"... a good teacher, but tells off if bad."
"... have time to teach everyone."
Not surprinsingly, sixth formers also express a desire for good teaching 
two Tradley boys, three Tradley girls, both Progmor boys and two Progmor 
girls check this category:
Sixth Form 
Tradley Boy:
Tradley Boy: 
Tradley Girl: 
Tradley Girl:
Tradley Girl: 
Tradley Girl:
Tradley Girl: 
Tradley Girl: 
Tradley Girl: 
Progmor Boy: 
Progmor Boy: 
Progmor Girl: 
Progmor Girl:
"My ideal teacher would be helpful in explaining 
problem, take time to help understand."
"... works hard is prepared to answer any question." 
"... would teach."
"... makes sure home-work, wide-reading etc. is done, 
which is essential to the course.
"... teach us."
"... get work done, not let pupil get away with no 
work."
"... atmosphere conducive to work without force."
"... comes down to pupils* level of understanding." 
”... makes pupils give in homework."
"... teaches with enthusiasm."
"... makes lesson fun able to work hard as well.*1 
"... helps as needed."
"... knowledgeable about subject, not noticeably so."
Pro rata, more Tradley girls than Progmor girls checked this category.
This may be because there is more 'open entry* sixth form policy at Progmor. 
Pupils who have elected to stay on at Tradley would be those more interested 
in academic work and careers whereas those at Progmor might be more 
concerned about personal development, less in furthering their chances 
in the academic and professional world.
7.2.1.5 Fair Treatment and No' Pets, Category Nos. 7 and 8
Some responses fall in the1 Fair*and lNo pets* category, 1.5 per cent 
and 0.5 per cent respectively. These are surprising small proportions in 
view of pupils' observed concern about fair and just treatment and the 
projection of shortcomings on to the teacher, who is castigated as 'being 
unfair', 'having pets' and 'always picking on me'. As previously stated, 
the offence of unfairness has been identified by Rosser (1976) as being 
strongly perceived and reacted to by sixteen year old pupils. In this study, 
boys checked a higher rate of response than girls, and second year pupils 
higher than fourth year pupils in the'Fairness*category. There was no 
appreciable schools difference. In the‘No Pets' category, Tradley, boys, 
and second years checked higher than their counterparts. The highest 
scoring sub-group for both'’Fairness'and'No Pets' was Tradley second year 
boys. Qnly one sixth form girl at Progmor made reference to'Fairness' and 
there were no responses in the 'No Pets' category.
The complaint of unfair treatment and favouritism may be regarded as 
an immature response and denied consciousness by older pupils. Nevertheless 
it plays a significant part in all aspects of life beyond adolescence and 
beyond school. Equitable treatment is sought by a majority of people in 
most situations. The fact that these boys and girls demand of the ideal 
teacher that he should be fair in marking and in punishing the wracig-doer 
should alert teachers to pay attention to the need for fair-dealing in 
interaction with pupils, and to be seen to be giving fair treatment 
especially when dealing with second-year boys.
7.2.1.6 Social Distance, Category No. 9
In this category, Tradley fourth year girls check the highest response
rate and both Tradley second and fourth year boys check higher than
their Progmor counterparts. When this data is examined in conjunction with 
the responses in the 'Control1 categories we may gain some insight into the 
prevailing Tradley pupils' attitudes. They appear to have the desire to 
be controlled, and yet at the same time to be acknowledged, treated and 
respected as individuals. Protest is registered against those who only
teach the subject, and are merely concerned with getting good examination
results.
Tradley 2 Girl: 
Tradley 2 Girl: 
Progmor 2 Girl: 
Progmor 2 Boy: 
Tradley 4 Boy: 
Tradley 4 Girl: 
Progmor 4 Boy: 
Progmor 4 Girl:
My ideal teacher is one who treats us as adults." 
takes notice of the individual." 
one who is ready to listen." 
one who lets us have our say." 
interested in individual." 
encourages a two-way relationship." 
interested in personal well-being and work#" 
makes feel equal."
It is interesting to note that those in the higher ability groups 
at Tradley attach more importance to this category than do the lowsr 
ability groups. The raw figures are given in table 120.
TABLE 120
SOCIAL DISTANCE CATEGORY RESPONSES .CONTROLLING F0&        ?     1   —
SCHOOL. AGE. SEX AND ABILITY 
Tradley 2 High Ability. Low Ability
Boys Girls Boys Girls
Social Distance Category 
All others
7
37
9
51
1
31 42
X 2 = 8.30, p 0.01
Tradley 4
Social Distance Category 
All others
8
19
18
10
1
15
2
15
X  = 13.85, p 0.001
It is conceivable that the lower ability pupils resent the teacher as 
an authority figure but find it difficult to articulate the origins of 
their distress. A closer examination of the differences in response 
pattern between ability groups will be made .in Section 7.2.2.
Most of the sixth formers who contributed to the study expressed a 
deep concern about the need to be treated as an equal and given some 
autonomy, some responsibility for their own progress. One of the four 
boys and ten of the twelve girls at Tradley check responses in this 
category^ one of the two boys and five of the eight girls at Progmor do 
the same:
Sixth Form
Tradley Boy:
Tradley Girl:
Tradley Girl: 
Tradley Girl:
Tradley Girl:
Tradley Girl:
Tradley Girl: 
Tradley Girl: 
Tradley Girl: 
Tradley Girl: 
Tradley Girl:
Progmor Boy: 
Progmor Girl: 
Progmor Girl:
Progmor Girl: 
Progmor Girl:11 
Progmor Girl:
"My ideal teacher would be one who takes a personal 
interest, is easy to talk to (no formal language 
barrier)."
"... would be respectful to pupils - treats as 
equals and individuals."
"... would not look down on pupils."
"... would talk to person, not child, someone 
who has respect of pupils."
"... would use first name and not get told off for. 
Someone one can respect but doesn't look down on."
"... would be one who encourages self-discipline 
and respect especially as pupil matures."
"... one who can listen to pupils’ ideas."
"... one who treats as equals not inferior."
"... one who is sociable but maintain respect."
"... one who takes interest in class."
"... one who is interested in pupil's work and 
welfare - not just there to 'churn out' work as 
quickly as possible and leave it at that, but 
tries to make work interesting."
"... someone I could trust and respect."
"... someone interested in individuals."
"... someone who treats pupils with respect, 
commands my respect."
"... someone equal to, respect for."
"... someone who treats as equal, commands respect." 
"... someone who bridges teacher-pupil gap, interested 
in individuals."
7.2.1.7 Sense of Humour, Joking, Categories Nos. 10 and 11
If the tedium of the day cannot be relieved by interesting subject 
matter, then perhaps it can be relieved by a teacher who has a sense of 
humour, or one who can joke or accept jokes:
Tradley 2 Boy: "My ideal teacher has a sense of humour."
Tradley 2 Girl: "... likes a laugh."
Tradley 4 Girl: "... is relaxing, has a sense of humour."
Progmor 2 Girl: "... has a sense of humour."
Progmor 4 Girl: "... would laugh with."
Tradley 2 Boy: "... can take a joke."
Tradley 4 Girl: "... could take joke without blowing top off."
Progmor 2 Boy: "... jokes within reason."
Progmor 4 Boy: "... can take and give a joke."
Sixteen per cent of total responses are concerned with the teacher's 
ability to joke or possess a sense of humour. Tradley pupils check these 
two categories more than do Progmor, girls demand a sense of humour more 
than do boys, but make an equivalent number of responses in the'joking* 
category. Second years are more interested in the joking aspect and 
fourth years in the possession of a sense of humour. An examination of the 
proportion of responses by the eight sub-groups shows a high rate for all 
the girls1 sub-groups,except Progmor second years,in the*Humourl category. 
When the two categories are combined, Tradley second years check highest 
and Progmor second years lowest.
It may be viewed as a more mature attitude to expect teachers to 
have a sense of humour rather than to joke about in the classroom. If 
this is so it would explain why fourth year pupils and girls check higher ; 
in this category. The same holds for the sixth former. Only one boy at 
Tradley indicated that his ideal teacher should be able to make the 
occasional joke whereas two boys mentioned having a sense of humour, as 
did four Progmor girls.
7.2.1.8 Personal Qualities, Category No. 12
'Personal Qualities' of the ideal teacher are instanced by all sub­
groups. Table 121 gives a listing of the adjectives or phrases supplied 
by pupils and their frequency of occurrence.
The salient characteristics for Tradley and Progmor second year 
pupils are kindness, understanding, friendliness, helpfulness and niceness. 
These adjectives do not appear so prominently in the lists for fourth year 
pupils; there is a greater differentiation, more diffuse characteristics
TABLE 121
PERSONAL QUALITIES, DESCRIPTIONS SUPPLIED, BY SCHOOL AND AGE
Description supplied
1. All right
2. Broad-minded
3. Calm
4. Chatty
5. Cheerful
6. Commands Respect
7. Considerate
8. Easy to get on with
9. Encourages
10. Flexible
11. Friendly
12. Gentle
13. Good tempered
14.' Happy
15. Helpful
16. Honest
17. Humane
18. Impose character on children
19. Intelligent
20. Kind
21. Likable
22. Nice
23. Not fussy
24. Not' mean
25.. Not miserable
26. Not moody
27. Not shout
28. Not show off/doesn't bullshit/
Not too posh
29. Not too formal/reasonable
30. Participating, Enjoys teaching
31. Patient
32. Pleasant
33. Quiet
34. Sensible
35. Serious
36. Sporty attitude
37. Sympathetic
38. Understanding
No. of times used 
Tradley Progmor Total
12+ 14+ 12+ 14+
1 1
1 1
2 1 3
2 1 3
1 1
2 2
2 4 ‘ 2 8
2 1 2 5
1 1
3 3
7 3 7 2 19
2 2
3 1 2 6
1 1
6 9 15
1 1
1 1
1 1
1 2 3
8 2 22 32
2 2
13 6 17 1 37
1 1
2 2
1 1
1 1
1 1 2
3 . 1 4
2 2
3 3
2 2
5 5
1 1
1 1
1 1
1 1
2 2
13 4 8 3 28
are sought after. Respect, participation and considerate attitudes are 
valued at Tradley, while flexibility and 'non-meanness* are checked as 
desirable at Progmor. Tradley sixth formers look for intelligence, 
friendliness., encouragement and compatability. Progmor sixth-formers 
look for friendliness, likable teachers and those with 'real natural 
understanding*.
It appears that all pupils desire a certain degree of warmth and 
close relationship with their teachers, with older pupils in addition 
looking for more adult forms of relationship.
7.2.1.9 Appearance, Category No. 13.
The external appearance of the teacher seems important to many pupils.
4.8 per cent of total responses fall into this category. Progmor pupils, 
boys,and second years,check higher than their counterparts. The highest 
scoring sub-group is Progmor second year boys, the lowest Tradley fourth 
year girls. References are mainly to looks, 'nice looking', or to age, with 
an expressed preference for 'young' teachers. There is also a request 
for cleanliness, smartness and tidiness - 'not being sloppy'. These 
terms' are used more by Progmor fourth year pupils and may be seen as a 
protest against the 'with-it* young teachers at Progmor who deliberately 
choose to dress in a manner which they believe will break down the 
barriers between 'them* and 'us*. Only two sixth-form pupils make 
reference to appearance, expressing a preference for 'younger* teachers.
7.2.1.10 Sexual Referrents, Category No. 14
There were many allusions to the sexual attributes of the teacher.
6.1 per cent of the total responses were of a sexual nature, 4.8 per 
cent made specific reference to the appearance of the teacher, and one 
per cent were of a deviant nature. Some of the comments which referred 
to the sexual attributes were:
Tradley 2 Boy: "My ideal teacher ... is tall, fair, sexy, adorable,
long legged."
"... short dressed, beautiful woman. Raquel Welch."
Tradley 2 Girl: "... is nice, calm, sexy looks, sex appeal."
Tradley 2 n/s: "... is a nice bit of crumpet with short hair
and big boobs."
Tradley.4 Boy: "... is seductive, 24, 36, 40."
Tradley 4 Girl: "... man, young, dishy ..."
Tradley 4 n/s: "... a young lady with big tits."
Progmor 2 Boy: "... a young female bird with big knockers."
Progmor 2 Girl: "... man, 25."
Progmor 4 Boy: "... lovely woman 36-24-36 blonde, 21 years,
black hairy cunt."
Progmor 4 Girl: "... female, young, blonde, good looker, sexy."
Progmor 4 n/s: "... big tits, hairy pratt, likes to have it off
all the time, good figure, etc."
It is interesting to examine the pattern of responses in this category 
across the ability range. Table 122 shows that Progmor pupils use more 
sexual referrents than do Tradley pupils. Boys make almost four times as 
many references as girls, and fourth years make slightly more than second 
years. Of the eight sub-groups, Progmor second year boys check the highest 
proportion of responses; both groups of Tradley girls make a very low 
proportion of responses in this category. It is debatable to what extent 
the freer climate at Progmor encourages the boys to be less inhibited-in, 
their earlier years and to what extent the higher proportion of responses 
indicate a greater degree of subversion and revolt against the system. The 
cultural norms appear to be operating for all the girls sub-groups. There 
were no sexual responses on any of the sixth formers forms; those who had 
chosen to. stay at school beyond the statutory leaving age had presumably 
internalised the rules and taboos of the institution.
It can be seen from this analysis that both high and low ability boys 
and girls have used overt sexual terms in describing ‘the ideal teacher1. 
Those pupils who did not indicate their own sex on the forms have made the 
highest number of responses. This lends support to the suggestion that 
these responses are in the nature of deviant responses, expressing revolt 
against the norms of the school culture. The tendency is for pupils to 
indicate a preference for a teacher of the opposite sex, this being greater 
for boys than girls.
Table 122: Schedule of Responsesin the Sexual Referrents Category,
Controlling for School, Age, Sex and Ability Level
TRADLEY 2
Ideal Teacher: Male 
Ideal Teacher: Female 
Use of overt sexual terms
TOTAL
TRADLEY 4
Ideal Teacher: Male 
Ideal Teacher: Female 
Use of overt sexual terms
TOTAL
PROGMOR 2
Ideal Teacher: Male 
Ideal Teacher: Female 
Ideal Teacher: Either 
Use of overt sexual terms
TOTAL
PROGMOR 4
Ideal Teacher: Male 
Ideal Teacher: Female 
Use of overt sexual terms
TOTAL
HIGH ABILITY 
BOYS GIRLS SEX n /s
1 0 0
2 0 0
1 1 4
4 1 4
HIGH ABILITY
BOYS GIRLS SEX N/S
0 2 0
3 0 1
7 0 1
10 2 2
BOYS GIRLS SEX N/S
1 1 0
8 2 0
0 5 0
5 0 0
14 8 0
BOYS GIRLS SEX N/S
0 0 0
0 1 0
6 2 3
6 3 3
LOW ABILITY
BOYS GIRLS SEX N/S
0 2 0
1 1i • 0
1 0 0
2 3 0
LOW ABILITY
BOYS GIRLS SEX N/S
0 0 0
0 0 0
3 0 2
3 0 2
7.2.1.11 Named Responses, Category No. 15
A small proportion of pupils, 2.4 per cent, named particular teachers 
as their ideals; boys used this category much more than girls. Perhaps 
they found it more difficult to deal in abstractions, or were less critical 
of actual teachers and more prepared to identify with them. There may have 
been an element of the sexist syndrome reported to be present in schools - 
schools being male oriented and .therefore offering greater satisfaction 
to boys than girls.
7.2.1.12 Deviant Responses, Category No. 16
A small proportion of responses, one per cent, fell into the deviant 
category. Progmor pupils, boys^and fourth years checked higher than their 
counterparts, although the highest scoring group was Progmor fourth year 
girls. The deviant responses were of the form: ’one that’s never there’, 
’none’, ’no teacher*, ’always be away’, 'Miss World* and 'one who is thick, 
scruffy and a good laugh'. These are indicative of a small group of pupils 
who are alienated from school, for whom schooling has no relevance and who 
have no respect for the facilities offered or for the teachers who offer 
them. This small deviant element is present in both schools. As would 
be expected none of the sixth-formers checked the'Named1or'Deviant7 
categories.
7.2.2 Statistical Analyses
TABLE 123
CHI-SQUARE VALUES FDR DIFFERENCE SCORES IN 1 IDEAL TEACHER* 
CATEGORIES. CONTROLLING FDR SCHOOL. AGE AMD SEX
Ideal Teacher Cateqory School Ethos Age. Sex
1. Control 38.5***
'aCL 1.5 12»14 ns
2. Hot Make Uork Hard n. s. ns ns ns
3. Interest 4.5* T»P 12.7*** 14>12 2.9® G>B
4. Good Teaching ns ns ns
5. Fair Treatment) 
Ho Pets ) ns 1.7ns 12>14 ns
B>G
6. Social Distance 4.7** T>P 9.2** 14>12 ns G>B
7.a)Sense of Humour 2.8° T>P ns ns 8.8** G>B
b)3oking ns T>P 4.5* 12XL4 ns
8. Personal Qualities ns P>T ns 12 >14 ns
9. Appearance ns ns . _____ „ _____ns B»G
10. sexual Referrents 4.2* P>T ns 14>12 ' 17.5***B»G
11. Hamed Responses ns ns ns
12. Deviant Responses ns 3.7® 14>12 ns
Q  : p <-0.10 * pC 0.05 ** p<*0.01 *** p <L 0.001
ns : not significant
Table 123 gives a summary of the chi-square test results for each 
school, age and sex comparison^within each category of ’Ideal Teacher’ 
response. The difference in response rates between schools reaches a
i i
significance level of at least five per cent for the categories of Control 
and ’Sexual Referrents'with Progmor.checking more than Tradley. The trend 
is in the same direction for the'Personal Qualities category. They reach 
a significance level of at least five per cent, but in the reverse
I I I , I
direction for the categories of Interest and Social Distance, but only 
attain the ten per cent level for ’Sense of Humour! The trend is in the 
same direction for the'Ooking' category. It would seem from these results 
that Tradley pupils are looking for teachers who do not Maintain Distance, 
who can relax and show a Sense of Humour and who are prepared to make the
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the lesson Interesting. The more formal atmosphere which prevails in many 
of the Tradley classrooms would make such experiences unlikely. The larger 
number of sexual allusions by Progmor pupils is difficult to explain. If 
they are less restricted there would appear to be no necessity to use this 
device as a protest.
The difference in response between the two age groups reaches 
significance level of at least five per cent for the‘Joking' category, with 
the younger pupils checking this more than the older ones. The trend is 
in the same direction for the categories of*Control, Vair Treatment*and 
'Personal Qualities.1 The differences reach significance level, but in the 
reverse direction^ for the categories of * Interest* and 'Social Distance*.
The trend is in the same direction for the'Sexual Referrents* and'Deviant 
Responses'categories. This confirms the more immature pre-occupation with 
'Control* and‘Fairness! and the more differentiated awareness of the 
possibility of interaction by the older pupils. Once again the greater use 
of the lSexual Referrents1 and*Deviant* categories by the older pupils is 
difficult to explain, unless it is that they feel less restricted and 
sufficiently independent to be free to express such sentiments.
When differences in the pattern of responding by the two sexes is 
examined, the*Sexual Referrents* category reaches a significance level of 
at least .001 with boys checking this much more than girls. Boys also 
seem more concerned with the*Appearance* of the teacher and with receiving 
'Fair Treatment* than do girls, but these differences do not reach an 
acceptable level of significance. Girls are significantly more interested 
in the'Humour category than boys and, at a lower level, the*Interest* category. 
The trend is for them also to be more concerned with the*Social Distance* 
category. On the whole,girls show a more mature preference, being more 
interested in problems of * Interaction* and 'interest,' while boys are more 
concerned with * Appearance* and make more* Sexual Referrents*.
The older girls at Tradley are the most concerned to have teachers 
who*Treat them as Individuals* and make the work'interesting*. The older 
boys at Progmor seem more pre-occupied with*Sexual Attributes'of teachers 
than do other groups. The younger ones at Progmor are more interested in
having a teacher who is in'Control*, but they are also concerned about
'Personal Qualities'. Younger boys expect teachers not to show 
preferences, while younger pupils in general at Tradley are looking for 
a teacher who can crack a joke with them. The within school differences 
seem to be as important as the differences between schools, thus 
illustrating the complexity of the situation and highlighting the 
difficulties inherent in defining !a good school1. It is so dependent 
on the perspective from which viewed and the population for which it is 
intended.
It would be instructive to examine whether the criteria for 1 Ideal 
Teacher* varies with ability level. Only tentative conclusions are 
possible in view of the small numbers, and of the necessity to equate ability 
level with placement in ability band. This is more open to question for 
fourth years than for second years. Some fourth year pupils were clearly 
differentiated as ’pure* GCE candidates, others were taking all CSE routes.
In some forms there was however a blurring of edges as they contained 
pupils who were taking a mixture of subjects in both examination modes.
Table 124 gives the actual numbers in each ability band checking the
t i
Ideal Teacher categories. The chi-square values refer to differences in 
response rates between the High and Low Ability groups for Tradley 2 and 
the High and Mid Ability groups for Tradley 4. The direction of scoring 
is indicated e.g. H means that the Low Ability group checked the 
category significantly more than the High Ability group.
Table 124(a) shows that the Low Ability group at Tradley are more 
concerned with the*Control'category. In particular they seem to prefer 
a teacher who is ’middle of the road*. If they are not experiencing 
success in their work they will be less concerned to have a classroom 
atmosphere which is work-oriented. The low proportion of responses in 
No. 4 category -'Not Make Work Hard*is surprising.The two low ability 
pupils who respond here do ask that either no work should be expected, 
or that hard work should not bB set, whereas the High Ability group make 
qualified responses: ’not too much* or ‘not lots of*.
The High Ability group find the 'interest* category more salient for
TABLE 124
DISTRIBUTION OF *IDEAL TEACHER* RESPONSE CATEGORIES AND
CHI-SQUARE VALUES FOR DIFFERENCE SCORES, CONTROLLING FOR
AGE AND ABILITY LEVEL
(a) Tradley 2 (b) Tradley 4
Control Hiqh Lou value Hiqh Mid value
1. Positive 25 9) 23 12)
2. Mid 37 16) 3.5 L>H 17 1) ns
3. Negative 8 5) • • ..)
4. Not Make Work Hard 6 2 ns 5 4 ns
: 5.. Interest 14 1 2.8+ H>L 25 6 ns H>M
6. Good Teaching 33 17 ns 10 10 4.5* M>H
7. • Fair Treatment 
No pets
4
4
2)
.0
ns 2 
• •
2)
..)
ns M>H
8. Social Distance 16 1 3.5 H>L 28 4 3.1+ H> M
9a. Sense of Humour 31 9 ns 17 8 ns
b. Ooking 19 10 ns 7 8 4.2* M>H
10. Personal Qualities 41 26 3.2+ L>H 40 7 3. 6+ H>M
11. Appearance 13 5 ns 9 3 ns H>M
12. Sexual Reference 9 5 ns 14 5 ns
13. Named Referrents 5 3 ns 2 4 3.0+ M>H
14. Deviant Responses 1 2 2.1+ L>H 2 1 ns M>H
Total 276 113 201 75
+ p<0.10 * p <0.05 ** p<0.01 ns : not significant
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them, although the difference only reaches significance at the ten per cent
i i
level. The Lou Ability group uho checked the Good Teaching category uould 
like a teacher uho teaches uell, is uell-trained, explains uell and enjoys 
teaching pupils . They are concerned that the teacher punishes correctly 
the urong-doers, but none of them use the‘l\lo Pets1 category. As members of 
difficult classes1 they may have experienced many instances of the uhole
t
class being kept in after school for the misdemeanours of a feu. It is 
easy for a teacher to spot the miscreants if only a feu are misbehaving, 
but if a large proportion are !causing trouble* it is difficult to sort 
out the feu uho are being unjustly detained. By the same token, uhen 
control is precariously held, there is no surplus energy or attention 
available to *make pets*.
'Personal Qualities' are checked at a higher rate than expected by the 
Lou Ability group, although the difference only reaches the ten per cent 
level of significance. A listing is given belou of the adjectives supplied 
by the Lou Ability group.
Adjective Supplied Number of times used
1. Understanding 6
2. Nice 6
3. Helpful 4
4. Kind 4
5. Cheerful 1
6. ' Considerate . 2
7. Not miserable 1
8. Patient 1
9. Sympathetic 1
It is reasonable to assume that the affective domain is of greater 
significance than the cognitive domain to pupils uho are finding the 
traditional forms of school uork difficult and a chore. By the same token, 
although interested in a uarm approach, they do not expect close, intimate 
relationships uith the teacher. Only one response occurs in the'Social 
Distance*category and this is a demand for a teacher uhom one could reason 
uith.
The differencesin response rates between ability groups were not 
significant in the*Humour*and'Ooking*categories - this is surprising in 
view of the importance of laughter as a facilitator in the classroom 
relationships. Perhaps for this group it is felt safer to maintain the 
institutionalised role relationship and work within the defined power 
structure.
There are no significant differences in the'Sexual* and‘Named*categories, 
although there is a trend for the Low Ability group to score higher in the 
‘Deviant* category. The boys look for "a sexy lady-teacher", the girls 
would like "a good-looking young male teacher, tall with brown hair and 
turn-ups1’. The Low Ability pupils find it easier to name actual teachers 
than give descriptions of the ideals, they are still operating at a 
concrete cognitive developmental level. The Deviant responses they used 
were "my mum" and "one that's never there".
Table 124(b) gives a similar breakdown of responses for Tradley 4.
The trend is the same as for second years for categories 5, 8 and 11 
(High> Mid) and for categories 7, 6, 13 and 14 (Mid>High). The same 
conceptual explanations may be invoked here as for the second year cohort.
It must be appreciated that the two groups being considered are High and 
Mid Ability groups and therefore one would not expect exactly the same 
response pattern as is evidenced by the Low Ability group studied earlier. 
These pupils have experienced a measure of success, they have the 
satisfaction of knowing that the teachers have a reasonably high 
expectation of their performance in the external CSE examinations. 
Nevertheless they must be aware of the higher regard in which the 'top 
forms* are held and may feel either resentment or a sense of inferiority.
This Mid Ability group seem to demand stricter*Control* from the*Ideal 
Teacher1. No doubt they feel this is needed if they are to be kept up 
to the work; they have less confidence in their own ability to defer 
gratification. At the same time^four of the responses involve protestations 
against being made to work hard and do homework. They also seem less 
concerned with the*Personal Qualities*of the teacher. The listing of 
adjectives supplied is given below:
Adjective Supplied Number of times used
1. Controls temper 1
2. Doesn't bull shit 1
3. Friendly 1
4. Nice 1
5. Not big headed 1
6. Pleasant ' 1
The number desiring a teacher uith a*Sense of Humour1 is slightly more 
than expected, but the number asking for a teacher uho tells*3okes or can 
fTake a Soke*is more than twice the expected frequency. It is not possible 
to determine whether the Mid Ability boys were more in favour of *3oke- 
Telling' than the girls because the sex of four of the respondents was 
not stated. Somewhat surprisingly the'sexual Responses were slightly less 
than the expected frequency, although * Named'and 1 Deviant responses were up 
as for second years.
When the\2 test is applied between the High and Mid Ability fourth 
year groups it is only in two of the categories that an acceptable level 
of significance is reached. For two categories,1 Personal Qualities and 
'Social Distance! the difference only reaches the ten per cent level of 
significance with the High Ability group scoring more than the Low. For two
( * I I
of the other categories, Good Teaching and Doking, the level of significance 
is at the five per cent level, but for the third,'Named Referrents', it is 
only at the ten per cent level. In all three, the Mid Ability group check 
more responses than do the High group. At Tradley the Mid Ability group 
value'Good Teaching* as this will hopefully help them to achieve better, 
but they still want the work interspersed with '3oking* activities.
They are operating at a more concrete level than the High Ability group, 
using1named referrents'for the 'Ideal Teacher’ instead of dealing in 
generalities and abstractions. The High Ability group no doubt feel 
more confident and assured, able to demand respect,and to be treated as 
individuals. In this instance they are also more able to differentiate 
’Personal Aspects^of the teacher's role.
7.2.3 Discussion
A review of the categories used under the two different methodologies 
viz responses to Video-Sequencies elicited by supplying sentence stems, and 
free responses from descriptions of 'Ideal Teacher', indicates that there is 
a remarkable degree of similarity. The’Control1 category seems to demand a 
more primitive form of appraisal of teacher activity. The incidence of 
its use is greatest with Low Ability younger pupils; Tradley use it more 
in the constrained Video-Response Mode and Progmor in the freer Ideal 
Teacher mode. Interest in a teacher who 'Hokes* is expressed more by the 
younger age group, by Tradley pupils in general and by the fourth year Mid- 
Ability Group. Appreciation of a ’Sense of Humour1 is probably a more mature 
response, expressed by girls and Tradley pupils. Less mature is the demand 
for’Fair’treatment made by the younger group, by boys and Progmor pupils in 
general.
Emphasis on the’Quality of Teaching is made by older pupils, by girls 
and Progmor pupils. This would appear to be a more mature response. The 
pattern of responses in the’Personal Qualities’ category is less consistent. 
In the Video-Response Mode it is favoured by boys, older pupils and by 
Tradley and Progmor equally. In the 'Ideal Teacher' Mode it is favoured 
by the younger group and Progmor pupils. Low Ability groups in the second 
year,and Mid Ability groups in the fourth year at Tradley, also check this 
category more than the respective High Ability groups. A desire for a 
teacher who 'Makes Lessons Interesting* is expressed more by older pupils, 
girls, Tradley pupils as a whole, and the High Ability group in the fourth 
year at Tradley. This is certainly indicative of a more mature approach, 
an acceptance of the fact that school work can be made interesting and 
worth-while. Probably the most mature response is in the’Social Distance’ 
category. This indicates that pupils are aware that teachers can step out 
of their stereotyped pedagogic role and engage in meaningful interaction 
with their pupils. This is checked most by girls, older pupils, Tradley 
pupils generally, and both second and fourth year High Ability groups at 
Tradley.
The last four categories on the list have attracted lower response 
rates on the whole. The only significant differences are in the*Ideal 
Teacher'mode where older pupils, particularly boys,and lower ability groups, 
make most use of these somewhat deviant categories. Table 125 gives a 
summary of groups checking significantly higher response rates, ordered 
according to maturity of response category, with the exception of the 
four idiosyncratic categories listed at the bottom of the table.
TABLE 125
GROUPS CHECKING SIGNIFICANTLY HIGHER RESPQMSE. RATES 0I\)
*IDEAL TEACHER* CATEGORIES
node
Video-Sequences *Ideal Teacher1 Responses
Controlling for:
(a) School, Age (b) Ability Level
and Sex (i) Tradley 2 (ii) Tradley 4
1. Control Tradley 
Younger Girls
Progmor
Younger
Low
2. Quality of 
Teaching
Progmor 
Older Girls
Low flid
3. Interest Progmor 
Older Girls
Tradley 
Older Girls
High
4. Fairness Younger Boys
5. Social Distance T radley 
Older Girls
High High
6. Sense of Humour Tradley
Girls
7. Ooking Tradley
Younger
Hid
8. Personal
Qualities
Older
Boys
Progmor Low High
9. Appearance Boys
10. Sexual Referrents Progmor 
Older Boys
11. Named Responses Mid
12. Deviant Responses Older Low
Discussion of Results: 'ideal Teacher'Responses
The responses obtained from pupils* completion of the sentence stem 
"My ideal teacher would be ..." lend support to the notion that there are 
a universal set of teacher characteristics which are used as a baseline 
reference against which actual teachers are measured and judged. According 
to Becker (1952), teachers have an image of the * ideal* pupil against 
which actual pupils are matched and evaluated as *good* or ’bad*. He 
maintains that teachers are concerned with three elements: the problems 
of teaching, problems of discipline and moral acceptability. Typification 
of actual pupils is controlled by matching them against the ideal on these 
three dimensions. It cannot be ascertained to what extent the teacher image 
of *the ideal pupil* has influenced the construction of the pupil image of 
’the ideal teacher*. The results from the video-sequence responses 
indicate that they employ three main dimensions in their constructions, 
viz. ‘control*, ^ Quality of Teaching* and'Personal Characteristics of the 
Teacher! Those from the ’Ideal Teacher* responses indicate a fourth
i i t  i
dimension, Humorous or Joking Qualities. There is greater accordance of 
usage than there are differences,across schools, ages and sexes. Table 
125 provides a summary of group differences which are statistically 
significant. The trend is for the lower ability and younger pupils to 
use the*control’ dimension more; and for the older pupils, girls, and higher
i i i i
ability groups to make more use of the Quality of Teaching and Respect or 
’Social Distance* dimensions. A more mature response also is the regard for 
a teacher who has a ‘Sense of Humour’ rather than one who 'Jokes*.
School differences are not so readily classifiable. This may be due to the 
fact that within school differences are greater than between school 
differences. The dimensions used by pupils in this study accord with 
those observed by Gannaway (1976) and confirm the typifications developed 
by Furlong (1977). He studied a small group of West Indian girls in a 
London Secondary school and found they demanded that a teacher should be 
strict and good, i.e. able to teach effectively and run interesting 
lessons, otherwise he merited scapegoating, and provided justification 
for "mucking about", "having a joke" or "a laugh". They also wanted rigid 
definitions and structure;with material presented in small steps^and 
continuous feedback on their progress.
The ‘Ideal Teacher1 responses indicate how strong is the desire for
personal recognition, to be "treated as an equal", and "not talked down to"
or "treated like a 5-year old". Resentment is expressed against those
teachers who "treat pupils as lower than they are" and "think they are
better than those they teach". Rosser (1975) and Raven (1977) have discovered
the same deep desire for acknowledgement of personal worth. These young
adolescents are anxious to establish their identity, to be recognised as
persons in their own rights, growing up and being capable of discussing
matters at a rational level, with valid views to put forward. Raven (1977)
in his researches has found that objectives which involve the development
of self-initiated competencies and qualities of character were rated as
‘very important1 by boys and girls more frequently than other defined
objectives. He writes (1977, p. 64):
They wish to be origins rather than pawns, to be 
socially skilled, self-directed, able to communicate, 
and able to read and study on their own.
Gannaway (1976) reports the results of a small survey which aimed to 
discover how pupils perceive their teachers. The sentiments most 
frequently expressed in descriptions of their favourite teachers were 
"has a sense of humour" and "understanding to pupils". The 'Sense of 
Humour' dimension is shown from this present study to have two facets, 
viz the ability to tell jokes and create a joking atmosphere or the 
ability to tolerate 'school-boy pranks etc.* and accept these in a relaxed, 
informal manner.
Walker and Goodson (1977) in their examination of the nature and 
functions of classroom humour, have created a typology of humour which 
they summarise as follows:
Situational Structure:
Roles:
Form of Humour:
They write (1977, p. 213):
Joking is a product of formal situations, for sustained 
joke-telling creates a sense of social ease between 
those who are divided by differences of power or status.
In situations where roles demand close contact, but where 
persons wish to retain privacy, joking provides an 
appropriate form of interaction.
Formal Informal
Joker Joking Relationship
Jokes Comic
Woods claims that institutionalised laughter may take one or tuo main
forms. There is the‘mucking about1 kind which is seemingly aimless
behaviour, and the subversive kind which is aimed,either deliberately or
otherwise,at.undermining the authority structure of the school, or the
status of .a particular teacher. The existence of both these types of
humour is confirmed by the pupil responses obtained in this study and by
informal observation in the two schools. The subversive kind of humour
is discussed by Walker and Goodson (1977, p. 214):
The nature of the comic is different. Its humour 
divides those who know from those who don’t .... 
the comic thrives between equals in the face of 
authority, and is a source of conspiracy. As a 
general rule teachers tell jokes to the class: pupils 
mobilise the comic elements of the situation amongst 
themselves.
The teacher who accepts taunts and jokes may be using this ploy to establish 
psuedo-rconcord and to limit the predominance of one type of subculture 
viz. that of the middle class. This strategy is viewed as critical for 
working class pupils>for whom joking relationships are part of the action 
sub-culture.
Because of the need to guarantee anonymity it has not been possible
to investigate possible relationships between social class and types of
preferred humour at Tradley and Progmor. However, the Walker and Goodson
thesis may offer some explanation of the differential response patterns
of Tradley and Progmor pupils. If joking relationships of the type
described are cultivated by Progmor teachers then there would be less
demand for the joke-telling procedures which are deemed to be more typical
of a formal situation. Humour does appear from this study to be an
important ingredient in classroom life and merits further study. Walker
and Goodson (1977, p. 226) write:
We chose to study humour because it seemed lacking as 
a consideration in the plans of curriculum development 
agencies, and yet was often a key element in the class­
room success of particular teachers. It lacked 
legitimacy in the formal discussions of educationists, 
but seemed a critical feature of some of their practice.
Woods (1976, p. 186) has also emphasised the significance of laughter to
pupils in school:
In their lives, laughter has a central place either as 
a natural product, or as a life-saving response to the
exigencies of the institution-boredom, ritual, routine 
regulations, oppressive authority. Inasmuch as the 
latter predominate in a school, the laughter will not 
be consensual, contributing to control, but obstructive, 
subversive and rebellious, contributing to conflict.
Another dimension of appraisal is indicated by the frank and uninhibited
responses of some pupils. These suggest that the sexual element is an
important constituent, mediating perception and interaction, particularly
in the secondary classroom. Musgrove (1971, p. 46) claims:
Humour and sex may be equally dangerous to authority.
Either may deflect the most determined wielder of power 
from his course ... The experienced school teacher 
recognises the potential threat of humour and sex and 
suppresses manifestations of both. He knows that either 
leads quickly to the taking of liberties.
An alternative ploy to ’suppressing manifestation’ is to be cognisant 
of the sexual phantasies and dormant emotions of young adolescents and to 
use this knowledge,however covertly^in the negotiating process for control 
of the situation. This may well be part of the ’stock-in-trade’ of older 
teachers but less accessible to new entrants to the profession.
It is conceivable that some of these written responses obtained in 
this study were life-saving responses to the exigencies of the situation, 
fulfilling the need to ease off, relax and play about, without any 
deeper significance. It is possible to impute more disturbing motives - 
the desire to be ’obstructive, subversive and rebellious1- unwilling in 
the first instance to conform as others in the group were doing by com­
pleting the research forms in a serious manner. Alternatively it can be 
seen as the desire to achieve some control of the situation - in Rosser’s 
terms,operating a principle of equilibration to obtain retribution for 
real or imagined offences against the self.
The responses obtained from pupils to the video sequences and to the 
’Ideal Teacher* questionnaire support the hypothesis that there is a 
differentiated and more advanced form of perception of teachers , experienced 
by pupils as they grow older. There is some evidence that this maturer form 
is employed more by Tradley pupils than those at Progmor, but this requires 
further substantiation. The question arises, to what extent is earlier 
conditioning responsible for the development of a more global, less cog­
nitively complex perceptual system, and to what extent can this be modified 
by sensitive and informed application of group dynamics in the classroom.
7.2.4 Allocation of Responsibility
The responses to statements C and D on the ’Ideal Teacher’ Questionnaire 
(see appendix. 12.3) were used to ascertain the extent to which pupils felt 
they had some responsibility for their own work and classroom behaviour.
Statement C I agree/disagree that it is up to the teacher to make the 
class work and behave well because ...
Statement D Pupils should/should not also be responsible for their work 
and behaviour in class because ...
Agreement to statements C and D would indicate a sense of mutual 
responsibility; agreement to C and disagreement to D would indicate that 
the onus was felt to be on the teacher; agreement to D but disagreement to 
C would indicate that the pupil felt he should be in complete control of 
his own destiny, while disagreement with both statements would indicate 
alienation and anarchy. In the event, pupils imposed their own definitions 
on the task and created their own sub-categories. The responses will be 
examined in the first place across the four main possible combinations, 
and then across the sub-categories, supported by pupils’ comments given 
in response to the supplied sentence stems.
7.2.4.1 Examination of Hypotheses
The following hypotheses are proposed and examined:
Hypothesis 1 - Progmor pupils, experiencing a more progressive Ethos, with 
a conscious attempt by most teachers to relate more closely with them, 
would indicate a greater commitment to mutual responsibility for class work 
and behaviour.
Table 126 shows the response pattern across the four main combinations 
and table 128 gives the results of the chi-square analysis used to determine 
whether differences in distribution of response categories were statistically 
significant.
The overall picture is at first sight very encouraging, a large 
proportion, 60.4 per cent, appear to attribute joint responsibility for
TABLE 126— Summary of Responses to Statements C and D,Indicating 
Pereeived Attribution of Responsibility for Class Behaviour and Work 
by School, Age and Sex*
Allocation of Responsibility
Group Joint Teacher's Pupil’s Neither
Total Sample (N=493) 60.4 17.8 16.2 5.5
Tradley (N=298).... 57.4 16.8 18.5 7.4
Progmer (N=1;95).... 65.1 19.5 12.8 2.6
Second Years (N=317) 59.9 16.4 17.0 6.6
Fourth Years (N=176) 61i.4 20.5 14.8 3.4
Boys(N-225)........ 63.6 H5.1 1:6.9 4.4
Girls (N-229)...... 61.1 18.8 17.0 3.1
Responses given as row percentages*
TABLE 127—  Summary of Responses to Statements C and Indicating 
Perceived Attribution of Responsibility for Class Behaviour and Work 
by Sub-Groups *
Allocation of Responsibility "
Sub-Group
Tradley 2
Boys (N=76)....
Girls ,(N=102)..*
Tradley 4
Boys (N=43)..... 
Girls (N=45)....
Progmor 2-
Boys (&=60)..... 
Girls (H=63)...o
Progmor 4
Boys (N=46)..••• 
Girls (H=19)....
Responses given as row percentages.
Joint Teacher's Pupil’s Neither
55.3 15.8 19.7 9.2
56.8 16.7 23.5 2.9
69.8 9.3 14.0 7.0
60.0 6.7 17.8 15.6
75.0 10.0 15.0 • • •
65.1 22.2 6.3 6.3
56.5 26.1 17.4 • • •
73,7 5.3 21.1 • • •
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Table 128 — Chi-Square Values for Allocation of Responsibility Differences
Allocation of Responsibility
Differences Tested Joint Teacher Punil Neither
Tradley-Progmor 2.64+ P>T 0.42ns 2.56+- T>P 4.40* T>P
12+-14+ ns 1.0*lns 0.28ns h¥lU+
Boys-Girls ns 0.84ns ns ns
Tradley 2 Boys-Girls ns ns 0o05ns 2.15+ B>G
Tradley 4 Boys-Girls 1.14 B>G ns ns 0.87ns
Progmor 2 Boys-Girls 1,00ns 2.53+CMB 1.60ns
Progmor 4 Boys- girls 1.05ns 2.46+B>G ns
Tradle?lolg}!|-2 Boys 4o84*
PB^TB
Progmor 4rGfirls-
Progmor 4 Boys
1.75+
B>G
Progmor 2 Girls-
Tradley 2 Girls
6.98**
TG>PG
Tradley 2 Girls-
Tradley 4 Girls
5.97*
4G>2g
+ : p 0,1 * : p 0.05 ** : p 0,,01 ns ; not significant
work and behaviour to pupils and to teachers. Approximately the same 
proportion agree to it being solely the teacher's responsibility as do 
those placing the onus on the pupils. Only a small proportion, 5.5 per 
cent register deviant negative responses to both statements, C and D.
Fewer Tradley pupils accept joint responsibility or teacher domination, 
more believe the onus is on the pupil and almost three times as many check 
in the deviant category. These results support the hypothesis of 
differences between schools. The difference reaches a significance level 
of five per cent for the deviant category, but are not significant for 
the joint and pupil responsibility categories.
Hypothesis 2 - Fourth year pupils having greater maturity and social 
awareness would indicate a greater commitment to shared responsibility 
and would make fewer deviant responses.
The raw scores would seem to support this hypothesis; the number 
in the deviant category is twice as large for second years as for fourth 
years, but the difference between groups does not reach an acceptable level 
of significance. Hypothesis 2 is not supported.
Hypothesis 5 - Girls, being on average more mature than boys of the same 
age, would indicate a greater commitment to shared responsibility.
This hypothesis is not confirmed. Boys score higher in the shared 
responsibility category and lower in the 'teacher only* category. Boys 
and girls score virtually the same in the 'pupil only* category, but boys 
have a higher score in the deviant category. The greater maturity of 
the girls may be compounded with a greater degree of conformity - the 
'teacher knows best' syndrome and many may prefer to place the onus 
entirely on the teacher. However, none of the differences are statistically 
significant. Hypothesis 3 is not supported.
Hypothesis 4 - The boy-qirl differences in attribution of responsibility 
would be greater at the older age level, since adolescent girls mature 
earlier than adolescent boys. It would also be more marked at Tradley 
than Progmor as the Ethos of the former would tend to accentuate existing 
differences.
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Table 127 gives the distribution of sub-group responses in the four 
categories of attributed responsibility and table 128 the chi-square 
values where differences between sub-groups are statistically significant. 
There are no differences between boys and girls which reach an acceptable 
level of significance^but the trend is for Tradley second year boys to 
check more highly than the girls in the deviant category; for Tradley 
fourth year boys to check more highly than the girls in the joint 
responsibility category; for Progmor second year girls to check more 
highly than the boys in the teacher responsibility category and vice versa 
in the pupil responsibility category; and for Progmor.fourth year boys to 
check more highly than the girls in the teacher responsibility category.
Thus the difference between boys and girls is more marked at Progmor, 
with girls putting more responsibility on the teacher;and the boys being 
prepared to accept responsibility themselves, a result which is not in 
the expected direction. The Progmor fourth year results are more 
intelligible with boys prepared to place more of the responsibility on 
the teachers than girls. Tradley fourth year boys are on the other hand 
more prepared than girls to accept joint responsibility. Hypothesis 4 
is not supported.
Hypothesis 5 - The pattern of attribution of responsibility would be as 
follows:
Doint responsibility - greatest attribution by Progmor 4-Boys.
by Tradley 2 Boys,
by Progmor 4 Girls,
by Tradley 4 Boys.
Table 127 shows that Progmor second year boys check the highest 
proportion of responses in the mutual category and the Tradley second 
year boys check lowest. The difference is significant at the five per 
cent level. The Progmor fourth year boys seem to be less accepting of 
shared responsibility, but the Progmor fourth year girls seem to be more 
accepting than their counterparts at Tradley. Progmor fourth year boys
are most likely to place the onus on to the teacher, while Progmor fourth
year girls are least likely to do so. However, the differences do not 
reach an acceptable level of significance. There appears to be a wide 
divergence between boys and girls of both years at Progmor.for this
Teacher responsibility - 
Pupil M -
Neither M -
category. It is possible that second year girls, being more conforming, 
prefer to see the teacher in the conventional authoritarian role, but 
that two years later, with greater maturity and discrimination, they 
have come to appreciate the value of mutual responsibility.
The desire for pupil autonomy is greatest with Tradley second year 
girls while the Progmor girls of the same age express the least interest 
in self-determination. The difference reaches a one per cent level of 
significance. There is no immediate explanation of this distribution, 
but the position may clarify when the sentence completions are examined. 
Fourth year girls at Tradley have revealed a different aspect of 
autonomy, for they have checked the highest response in the deviant 
category while the second year girls have checked the lowest of all the 
groups. The difference is significant at the one per cent level. Only 
the second year girls at Progmor have entries in this category, but the 
proportion is rather high within the context of this particular response 
mode. Hypothesis 5 is not supported.
The attribution of joint responsibility is most favoured by Progmor 2 
boys, not Progmor 4 boys as hypothesised. It is the Progmor 4 boys who 
place the responsibility fully in the teacher's hands. Tradley 2 girls, 
the group which would be expected to be most conforming^are the ones 
most supportive of pupil autonomy and responsibility. Tradley 4 girls, 
not boys,appear to be the most rejecting and alienating.
The results may be confounded by the differences in response which 
might be attributable to ability level. This dimension can only be 
explored at Tradley because of the difficulty of ascertaining objectively 
the ability level of the Progmor sample. The following hypothesis will 
be examined:
Hypothesis 6 - Pupils in the lower ability bands, having less cognitively 
complex construing systems, would place the responsibility for work and 
behaviour on the teachers. They would also express significantly more 
deviant responses.
Tables 129 and 130 give the response patterns for Tradley 2 and 
Tradley 4 respectively.
TABLE 129
PERCEIVED ATTRIBUTION OF RESPONSIBILITY FOR WORK AND
BEHAVIOUR.BY SEX ANC1 ABILITY LEVEL, TRADLEY 2
Attribution
7
of Responsibility
Boys
High
Girls
Ability Level 
Sex n/s Boys
Lou
Girls Sex n/s
Mutual 52.3 56.7 . 11.1 59.4 57.1 50.0
Teacher* s 13.6 8.3* 11.1 18.8 . 28.6* 25.0
Pupil*s 22.7 33.3* 22.2 12.5 9.5* -
Neither 11.4 1.7 55.6 9.4 4.8 25.0
(N=44) (N=60) (N= 9) (N=32) (N=42) (N = 4)
* p < 0.05
TABLE 130
r
PERCEIVED ATTRIBUTION OF RESPONSIBILITY FOR WORK AND 
BEHAVIOUR^ BY SEX AND ABILITY LEVEL, TRADLEY 4
Ability Level
Attribution of 
Responsibility Boys
High
Girls Sex n/s Boys
Mid
Girls Sex n/s Boys
Lou
Girls Sexn/s
Mutual 59 71.4 75.0 84.6 71.4 45.5 100 20 -
Teacher*s 15 10.7 12.5 . - 28.6 27.3 - 60 -
Pupil's 19 17.9 - 7.7 - 9.1 - 20
Neither 7.4 - 12.5 7.7 .•' - 18.2 - - -
(N=27) (N=28) (N=8) (N=13) (N=7) (N=ll) (N=3)(N=B) (N=0)
Results are given as column percentages.
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The results show that;in Tradley 2;the Lou Ability boys indicate 
a greater commitment to mutual responsibility than do the High Ability boys. 
There is little difference betueen the tuo girls* sets in this category.
Both Lou Ability boys and girls are more inclined to place the responsibility 
on the teacher uhereas the High Ability boys and girls take the 
responsibility to themselves. The deviant response rate is highest for 
the High Ability boys and louest for the High Ability girls. Observation 
of these tuo groups of pupils in the classroom and informal conversation 
uith them leads the uriter to suggest that the 'deviancy* of the High 
Ability boys is of the form of tomfoolery and bravado, uhereas the 
'deviancy* of the Lou Ability boys uas more deep-seated and alienated.
When chi-squared tests are applied the only significant differences 
are in the teacher's and pupil's responsibility categories for girls. High 
Ability girls attribute more responsibility to the pupil and Lou Ability 
girls attribute more to the teacher. The differences are both at the 
five per cent level of significance.
Tradley fourth year responses uere classified under three ability 
bands. The percentage responses falling into each band are given in 
table 130. The numbers involved in the fourth year sample make the 
comparisons less meaningful than for the second years. It is more 
confounded by the large numbers in the Mid Ability Group uho failed to 
indicate their sex on the forms. Comparing the High and Mid Ability 
Groups, it is the boys in the latter group uho are more prepared to accept 
mutual responsibility. If, as is suspected, a large proportion of the 
Sex n/s group uere boys, the relative proportions uould alter,,shouing 
that more of this group uere inclined to throu the onus on to the teacher 
for discipline and uork. The difference betueen the High and Mid girls* 
groups is easier to interpret. Although the same proportion accept mutual 
responsibility, a larger proportion accept pupils* responsibility in the 
High group, uhereas a larger proportion in the Mid group place this on to 
the teacher’s shoulder. The same proportion of High and Mid Ability boys 
fall into the deviant group. Also, not surprisingly, those uho either 
failed or refused to indicate their sex on the forms, uriting such things 
as "Yes", "Don't knou", "Guess11 and "Forgotten" in the space on the form
which read Boy or Girl?expressed deviant responses. The Lou Ability Girls 
placed more emphasis on the teacher’s role, as being entirely responsible 
for discipline and work. This'no doubt expresses their alienation and 
disenchantment uith school.
When the chi-squared test;uith Yates’ correction^is used in comparing 
the responses of High and Mid Ability boys, and High and Mid Ability girls, 
it is found that none of the category differences approach an acceptable 
level of significance. The trend for Mid Ability boys to use the mutual 
responsibility category more than High Ability boys is confirmed.
Hypothesis 6 is only partially supported. The results obtained serve to 
highlight the complexity of the situation. Individual differences in 
pupils’ personalities, self-concepts^and previous social learning 
experiences;render tight classifications almost meaningless.
The response patterns indicated above are so very different from 
those of the sixth-formers in both schools. With one exception they all 
checked statements C and D in the positive direction, indicating their 
agreement uith shared responsibility. Their justifications for the 
direction of response are given below. These freely supplied opinions 
serve to highlight the position of the sixth-form teacher vis-a-vis 
those working uith pupils lower down the school - or the conflicts he 
experiences when he himself is called upon to make the adjustment in 
transition from sixth form teaching to teaching younger pupils.
7.2.4.1 Sixth Form Responses'to Sentence Stems C and D
Tradley Boys 
C - Agree:
D - Should:
C and D 
Grouped 
Together
C - Agree:
D - Should: 
C - Agree:
D - Should:
Tradley Girls 
C - Agree:
D - Should:
by having a good teacher in the classroom there can be
an atmosphere of enjoyment and co-operation
there are other people in the class who wish to learn 
and they ought to have concern for others, providing 
the teacher is a good one. If the teacher tries to 
get on with pupils it is up to them to respond.
The teacher must lay down guidelines for work and
behaviour but must explain to the pupils that it is
their outlook that matters and it is a shared responsibility.
he is the one who promotes relationships, work, enjoyment 
and depending on his personality the kids will respond 
either positively or negatively, 
it is in his/her interest to do so.
if the teacher does not make the class work the pupils
will take advantage of them and they will not do any work, 
when they leave school they cannot have bad behaviour and 
no responsibility in the career they choose - this is 
good trainni^g (sic) to see that they have good behaviour 
for their career.
this is the job of the teacher. But he should discipline 
in a way that the children can understand his point of 
view - e.g. not by using threats of convential (sic) 
discipline such as detention.
if they behave the teacher respects them more and this 
feeling would then become mutual. They should make sure 
their work is done so the job is easier for the teacher.
C - Agree:
D - Should:
C - Agree:
D - Should:
C - Agree:
Should!
Agree:
Should:
Agree:
D - Should:
C - Agree:
D - Should:
C and D 
Grouped 
together
if he hasn't the authority or respect of pupiils to do 
this he shouldn't be a teacher.
they should be taught to respect their elders, and if 
they don't like school they should be able to behave 
properly anyway.
to a certain extent. But this does not necessarily mean 
that a teacher has to be strict and distant from his pupils, 
pupils should also be allowed to have a certain amount of 
responsibility allocated to the pupil. If a pupil is 
punished for not working then he will only resent working 
more. If allowed to get on, on his own he would more than 
likely do far more work.
it is generally felt by children in our society that school 
is a bind but provides a good opportunity to muck about, 
depending on age, as they know what they are doing.
the teacher should encourage the peuple (sic) but 
primarily try to create interest and self discipline, 
but ray need encouragement at first.
when they are too immature to control themselves because 
he is paid to do this and to make sure they learn, 
once they have left school they will have to.be 
responsible as members of society. Also if they are 
responsible they will help the teacher who will then 
tend to have a more reasonable attitude towards them than 
if they misbehave and are irresponsible.
it is his job to teach and make people work. However if 
possible he should be able to give a lead and develop such 
an atmosphere that pupils would not want to misbehave, 
there may be other pupils who wish to work and don't want 
to be distracted. If there are some who mess about it 
means the whole class suffers because if the teacher has 
to force you to work it begins to become unenjoyable. ■
Teachers should take the lead but they should not be 
overpowering or too slack. If a teacher is too overpowering 
it promotes bad behaviour among pupils.
C - Agree: it is his job to do so although he should not be too strict
D - Should: if they don't learn to be responsible for their work and
behaviour in class how can they cope out of school? I 
think if the child is irresponsible the teacher should 
help them.
C - Agree: The teacher should produce an atmosphere that is conducive
to work without having to use force.
D - Should: a pupil's own self-discipline must be encouraged. The more 
mature a pupil becomes the more responsibility should be 
given and absorbed.
C • - Agree: but I think that the teacher should do this without
being very strict or terryfying (sic).
D - Should: to the extent that they do not need to be threatened to
make them work, but if the teacher is any good, the 
pupils should want to work and behave well anyway.
C - Agree: he or she has been trained to teach responsibility and
therefore should be able to control any age group.
D - Should not: they only learn what they are taught, and cannot 
easily change.
Proqmor Boys
C - Agree: this is his/her job.
D - Should: it is them who are going to benefit from what they do
e.g. work hard get 's1’ and 'A's’ to get a better job.
C - Agree: he has knowledge to pass on and if he does it in the
right manner it can be very valuable.
D - Should: they need guidance and must learn to use their own methods 
of self-discipline.
Proqmor Girls
C - Agree: Otherwise too many pupils are given the chance to disturb
everyone else, acting selfishly and ruining others' 
chances of success.
D - Should: it is their future which they are planning for and creating
C - Agree: it is the teacher's responsibility.
D - Should: they are there to learn.
C - Agree:. the pupils will do the work necessary and learn to respect
and be good friends of the teacher.
D - Should: it has to be their responsibility as no-one else is 
there.
C - Agree: often children need to be made to work as they are not
mature enough to work of their own accord.. For older 
students (i.e. 6th form) however I would disagree.
D - Should not: again this depends on the age. Younger pupils cannot 
realise the importance of learning and working hard, 
though older pupils must take most of the responsibility 
onto their own shoulders.
C - not scored: I think this depends a lot on the age group; for older 
students I would disagree as they have stayed at school 
to work and so should do so on their own. However younger 
children need some kind of figure to influence their 
behaviour.
D - Should: this is necessary for them if they are to grow up into 
emotionally mature responsible adults.
C - Disagree: it should be up to the individual to decide if it is
profitable for them to work in a certain area. If they 
are not mature enough to decide for themselves they should 
wait until they can.
D - Should: the education they receive is purely for their own benefit, 
and if work has to be forced upon them they would get 
nothing from it. They have to learn to be responsible for 
their behaviour in later life, therefore it should start 
when they are young.
A perusal of these statements from sixth formers suggests that a 
simple numerical scoring of responses may hide more than it reveals. The 
justifying opinions range from a simplistic allocation of responsibility
because it is the teacher's job and the pupils are there to learn at the 
teacher's bidding, through some appreciation of mutual benefit to help 
the day pass more pleasantly, and at a more mature level, incorporating 
appreciation of the significance of the concept of developmental stages 
in interaction processes. The most sophisticated form of relationship 
carries overtones of altruism and advocates positive involvement and 
mutual support.
7.2.4.3 Responsibility Sub-Categories
It is proposed to examine more closely the justifying statements of 
the pupils in the main sample for evidence of this diversity of response 
which lies behind the simple checking of agreement or disagreement to 
statements C and D. The numbers are too small to merit detailed comparison 
across groups, but the totals falling into each sub-category are given 
in table 131.
3oint Responsibility
Seven distinct sub-categories constitute the Mutual Responsibility one 
No. 1:
Statements C and D are both checked positively. These are supported by 
such comments as "the teacher can’t do all, its only human to help the 
teacher", and "pupils should make it easier for the teacher", thus ind­
icating an appreciation of the difficulties facing a teacher in the class­
room.
No. 2:
3oint responsibility is indicated, sometimes by a 50/50 statement or 
75/25.
No. 3:
Although mutual responsibility is accepted there is emphasis on it being 
the teacher’s job supported by such statements as "that’s what he’s paid 
for" or "that’s what he’s trained for" or "our parents are paying for 
this". Higher level statements are concerned with the teacher acting as 
an appropriate model.
No. 4;
Reference is made to the task being what the teacher is there for, but 
also to the need for children to learn and to work for their own benefit. 
This is sometimes qualified by the need to preserve a good reputation and 
"keep out of trouble".
No. 5:
This is similar to four but there is specific reference to the need for 
pupil responsibility because "it is their future which is at stake" or
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"so we can pass our examinations." The carrot of future success is 
sufficient to ensure conformity for some, as it is for sixth-formers.
No. 6:
No reference is made to the teacher’s job but the need for pupil 
responsibility is emphasised because of the benefit accruing to him for 
good work of good behaviour: "to not get teacher into a bad mood”,
"to not get reported to parents". Higher level responses are "co-operate 
to help teacher", "consider teacher" and ”to learn self-control" or 
"to learn self-discipline". There is evidence in both second and fourth 
year responses of this more mature outlook and also an awareness of the 
need for a changing pattern of relationships as children grow older.
No. 7:
No reference is made to the teacher’s job, but to the need to behave 
because of enhancing future prospects: "to pass *0’ levels”, "to get a
better job".
Teacher’s Responsibility
There are only two sub-categories distinguishable for the grouping 
where agreement with C is signified and either disagreement with D, or 
D is queried or not checked.
No. 8:
The onus is placed on the teacher, the pupil is excused from responsib­
ility because "it can be the fault of the teacher", "the children would 
muck about", "children only go to school to muck about", "its up to the 
children if they want to learn".
No. 9:
The onus is placed on the teacher but the point is emphasised that it 
is his job and it is up to him to get on with it.
Pupil’s Responsibility
Three sub-categories occur for the grouping where disagreement with 
C is signified, or C is left unchecked, but there is agreement with D.
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No. 10:
The reasons given for disagreement with C are such as: "the teacher
can’t force the children to work if they don't want to", "some teachers 
don't care" and "with bossy teachers its not possible for them to make 
the class work and behave well".
No. 11:
A similar group to No. 10, but emphasis is placed on children being re­
sponsible for their own learning: "its the children's choice", "children
must work" and "pupils must be able to work at their own speed".
No. 12:
A similar group to Nos 10 and 11, but reference is made specifically 
to the children's future. The responses express the opinion that the 
teacher can't force reluctant workers, but its up to the pupil if he is 
concerned about the future to use self-control.
Neither
i ?. ■
No. 13:
In this category is placed all the responses where disagreement with 
both statements is signified, or with either statement, the other 
remaining unchecked. These responses are generally indicative of a 
hostile or alienated attitude, e.g.
Tradley 2 CX "sometimes you've got to muck around"
Girl DX "all teachers who are strict are shitty (sic)"
Tradley 2 CX "its up to the children to behave well and work"
Boy DX "fucking stupid"
Tradley 4 CX "its up to me if I want to learn, I don't like working"
Sex N/S DX "its funny watching a teacher cry"
Progmor 4 CX "balls, don't agree"
Sex N/S DX "this is a job of the teacher"
These response sequences are analo9ous -^n some respects to the stages 
of moral development hypothesized by Kohlberg (1969). There is the pre-
moral level when the pupil works for rewards ("so we can pass our exam­
inations"); the morality of conventional role-conformity ("to keep out of 
trouble"); and the morality of self-accepted moral principles ("its only 
human to help the teacher"). However, the limited data available does 
not provide evidence of an invariant sequence. Social Learning Theory 
could be invoked to account for individual differences in accountability.
A fruitful line of investigation might be developed which would seek to 
establish the underlying determinants of the different response types.
The sample of pupil responses indicate the whole range of attitudes, 
values and expectations which are present in the classroom situation.
Idhen one injects also the values, attitudes and perceived role expectations 
of the teacher it is little wonder that classroom interaction analysis 
presents such difficulties. New conceptual frameworks and models are 
needed to probe the complexity of the situation. A study of sub-cultures 
within the classroom is rewarding, but it has to be borne in mind that 
these are not static discrete units. They are constantly changing and . 
impinging on each other.
7.3 Cartoons of Teacher Styles
A description of the twelve teacher styles depicted in prepared 
cartoons is given in appendix.13.1. The methodology for eliciting 
constructs is described in Section 4.3.2.
7.3.1 Direction of Affect
The pupils comprising the sample were asked to indicate which teacher 
(as portrayed in the cartoons) they thought they would get on with and 
which they felt they would not get on with. They were allowed to check 
an uncertain category if they experienced difficulty in coming to a 
decision. Table 132 shows which elements were checked positively or 
1 uncertainx7 classified by school, age, sex and category (i.e. H/H, L/L,
H/L and L/H). Table 133 provides a summary of positive and uncertain 
responses to each element for the total sample, for 12+ and 14+ groups, 
and for boys and girls. The rank ordering of preferences expressed by 
the total sample, the two schools, the two year-groups, and boys and 
girls is given in table 133.
From table 133 it can be seen that the teacher with a sense of 
humour takes preference over the warm helping teacher for the Progmor 
group, the younger pupils^and boys. Humour in the classroom has a high 
priority. Progmor and older pupils are more interested,than their 
counterparts,in a teacher who explains well. The authoritarian and the 
admonisher are universally relegated to the bottom of the list, but the 
blaming harsh teacher is tolerated slightly more by Tradley than Progmor. 
Apart from these minor differences there is a noteworthy degree of 
concordance across all sub-groups. There is a general consensus of 
opinion about ‘Cartoon l\lo. 3, no one in either school would get on with the 
teacher who constantly admonishes and says "child, sit still, be quiet".
Only one, a Tradley second year boy, scoring High on MAIS and of 
High Ability would get on with No. 5, the authoritarian with a strict 
firm manner, because "he would teach you manners". This boy values 
teachers who apparently mirror his own dominant tendencies.
Table 132 Summary of pupil responses, •positive or uncertain.
to cartoon elements,bv School. Aqe and Sex.
CARTOON ELEMENT' NOS.
1 2 3 4 5 5 7 8 9 10 11 12
Tradley 2
7Boys h/h A / / / / /
l/l A / , A / /
h/l A / A A ? / ?
l/h / / A A / 7 /
TOTAL 1 3 • • • 4 1 3 2 .• • 1 2+1 4 3+1
Tradley 2
Girls h/h A / / / A A
l/h A / A / / / 7
h/l A / A 7 / /
l/h A / A A / 7 /
• • • 4 ... 4 ... 4 2 1 • • • 3 4 4
Tradley 4
ABqzs h/h / / ? ? / ? ?
l/l / A / / /
h/l A A / / /
l/h A A A A 7 / ?
• • • 4 ... 4 ■ ... 4 +2 1i +1 3 2+1 2+2
Tradley 4
Girls H/H A / A / A
l/l A A A A / / / /
h/l A A A / / /
l/h / A A / / /
2 4 ... 3 ... 4 1 1 1 4 3 2
Tradley 
TOTAL 
(l03 res­
ponses)
3 15 ... 15 1 15 5+2 5 2+1 12+1 13+1 11+3
Commitment Ability
H/H High High / Positive response
L/L Low Low ? Uncertain
H/L High Low 5 + 2  means 5 positive + 2 uncertain
L/H Low High
TABLE 132 continued
CARTOON ELEMENi’ NOS
1 2 3 4 5 6 7 8 9 10 11 12
Progmor 2
/ / /Boys H/H ? / ? ?
l/l / / A / / /
h/l / / / ? / / /
l/h / / / / / /
. 3 . 4 .  4 ... 4 2+1 +1 • • • 4 3+1 2+1
ProCTior 2
/ / / /Girls H/H / / /
i/ l / / / / ? /
h/l / / / / / /
l/h / / / / /
. . .  3 . . .  4 . . .  3 1 1 • d • 4 3+1 4
ProCTior 4
Boys H/H / / / / / /'
l/l / / / / /
h/l / / / / / / /
l/h / ? ? ? / /
. . .  2 ... 3+1 ... 3+1 2 1+1 +1 3+1 4 3
Profcmor 4
Girls H/H / / / / / /
l/l / / / / / / /
h/l / / / / /
l/h / / ? / / / ?
... 4 ... 3 ... 3+1 4 +1 • • • 3 4 2+1
Progmor 
TOTAL 
(102 Res­
ponses)
.;. 12 ... 14+1 ... 13+2 9+1 2+3 +1 14+1 14+2 11+2
Commitment Ability 
H/H High High
L/L Low Low
H/L High Low
L/H Low High
/ Positive response
? Uncertain
5 + 2  means 5 positive + 2 uncertain
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TABLE 133
RESPONSES, POSITIVE DR UNCERTAIN,TO CARTOON ELEMENTS. 
' FOR YEAR GROUPS, BOYS AND GIRLS,AND TOTAL SAMPLE
CARTOON ELEMENTS'
15+1 14+2 15+212-15 Year Old
14-15 Year Old
Boys
14+1 12+10 14+1Girls
TOTAL SAMPLE
Tablel34: Rank Order of Cartoon Preferences,as expressed By Groups
;oon No. All Tradley Progmor 12-15 year 
old
14—1 '5 year 
olds
Boys Girls
4 1 1 (Tied) 2(Tied) 1 3(Tied) 1 4(Tied)
6 2 l(Tied) 4 3 1 2 2(Tied)
11 3 4 1 2 3(Tied) 3 2(Tied)
2 4 l(Tied) 5 6 2 5 1
10 5 5 2(Tied) 5 5(Tied) 4 4(Tied)
12 6 6 6 4 6 6 6
7 7 7 7 7 7 • 7 7
8 8 8(Tied) 8 8 8 8 8
9 9 10 9 9(Tied) 10 9 10
1
5
5
10
11
12
8(Tied))
11 n^0t)scored
12 )
9(Tied) 
11 ) 
not scored^
9
not
scored
10
11 )
not \ 
scored^
9
not
scored
The same boy claims he' mould also get on with No. 1, as do two 
Tradley fourth year girls, both of Lorn Ability, one with a more positive 
orientation to school than the other. Cartoon No. 1 is categorised as 
disapproving, harsh, but H.G.(H/H) of Tradley 2 mould get on mith him 
because '’he makes you learn". H.3.(L/L) of Tradley 4 mould get on mith 
him because "he looks as though he can control the class". K.A. of the 
same year, mith a higher MAIS (H/L) score, mould get on mith him because 
"he is firm and they mill learn". Both these girls have a tendency to be 
anxious, but have also a measure of independence. Thus mhile their 
anxiety alerts them to the need for pressure to learn, their independence 
alloms them to tolerate this. It is significant that none of the Progmor 
pupils check either Nos. 1 or 3. The authoritarian mode is not for them.
For Cartoon No. 9, the teacher mho relies on punishment to obtain 
good mork and good behaviour, one second year and one fourth year girl 
at Tradley state they mould get on mith him, one fourth year boy is 
uncertain. At Progmor one fourth year boy is also uncertain. The Tradley 
second year boy, H.G. (H/H).,the one mho checked Nos. 1 and 5, mould also 
get on mith No. 9 because "he mould make you do lots of mork, he mould 
threaten you mith detention". The fourth year girl mould get on mith 
him because "he teaches the boy to behave a bit better". The Tradley 
fourth year boy is uncertain because "a punisher mould be especially 
damaging for nervous children, but good for the hard case type rebel".
The Progmor fourth year boy is uncertain because "he ticks you off 
before giving pupils time to explain". The three boys have a tendency 
to be tough-minded, independent and adjusted. They are able to accept 
that punishment should be meted out to the deserving, though presumably 
as they are all three of High Ability, they mouldn’t see themselves as 
falling into this category. The girl is somemhat different, she is of.
Lorn Orientation and Lorn Ability. She tends tomards independence and 
anxiety, but falls at the centre of the tender - minded - tough dimension. 
She indicates a desire for control in the classroom, therefore evidencing 
a dislike of those mho cause a disturbance in the classroom.
There are more Progmor than Tradley pupils indicating a brief for 
Cartoon No. 8, the projecting extraverted teacher. Perhaps this is 
because the pupils at Progmor are exposed to more free and creative drama
and more accepting of it. The reasons given are listed belom:
Position onPupils mho mould 
get on mith l\lo.8
Tradley 2 Girl
Tradley 4 Boy 
Tradley 4 Girl
Progmor 2 Girl 
Progmor 4 Boy
Pupils mho are 
not certain
Progmor 2 Boy
Progmor 4 Boy 
Progmor 4 Girl
flfllS Factor B(HSPQ)
High
Lorn
High
High
High
High
High
Lorn
High
Lorn
Reason given
I enjoy drama, but she looks 
a little bossy to me
Teaching individuals
They learn to take part in 
things besides mork
Not too bossy, helpful
Had choice
High
Lorn
High
High
High
High
Tells mhat to do, bossy, 
everything mould be mrong, 
too demanding.
Alloms discussion.
DoesnH knom about all.
The constructs indicate some ambivalence here, but the general opinion 
seems to indicate.appreciation of activity mhich is not classroom and desk 
based, more so at Progmor than at Tradley. Tmice as many *dissenters! 
from the norm are in the Higher Ability range as in the Lomer. These 
pupils may be more discriminating and able to tolerate intermediate 
evaluations, or they may mish for the preservation of order, to get on 
mith their mork.
The most midely accepted Cartoon, No. 4, is the one mho organises 
purposive morth-mhile exciting activities. There are only tmo fourth year 
pupils, one at Tradley and one at Progmor mho mould not get on mith this . 
teacher. They are both High on Orientation to school and Lorn on Ability. 
The reason given by the Tradley girl mas that "they should learn to do 
things for themselves." The Progmor girl did not supply a construct.
One pupil mas uncertain about No. 4, a fourth year boy at Progmor, 
scoring Lorn on MAIS and High on Ability - he made no further comment 
beyond "takes out of classroom", flost pupils seem to melcome the 
opportunity to get out of school, some because it relieves the boredom 
and some because they see positive value in the exercise as an aid to 
learning and understanding. (See table 134)
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The next most popular cartoon mas No. 6;portraying the democratic 
teacher mho mas encouraging discussion. The only dissenter at Tradley 
mas the second year boy;H.G. (H/n)^ mho also checked Nos. 1 and 5. The 
only dissenter at Progmor mas a second year girl mho thought the teacher
mas treating kids as tiny children. There mere tmo uncertain in the
Progmor fourth year, a boy and girl, both mith Lorn MAIS and of High 
Ability. The boy mas uncertain because his ansmer mould depend on 
mhether the choice mas for a type of activity, or mhether to go out of 
school. The girl mas uncertain because she felt the teacher might 
favour those mith certain opinions, that,in fact,the choice masn't 
absolutely free and open. Both these pupils are very extraverted, as 
determined by the HSPQ Second Order Factor Ql.
The third most popular cartoon mas No. 11, depicting a teacher mho 
has a sense of humour. There mere tmo dissenters in this instance, one 
Tradley fourth year boy and one Tradley fourth year girl, both scoring 
High on MAIS and Lorn on Ability. The boy objected to this teacher on the 
grounds that MI don't like music lessons" mhile the girl stated "They 
should learn to read for themselves". These seem to be idiosyncratic 
interpretations of the scene, mhere the teacher is sitting mith an open 
book in his hands, mith five pupils in front of him,mho all appear to be 
enjoying a joke. This is one instance of horn a situation is differently 
interpreted by pupils . It may be that the boy has experienced great 
disturbance in music lessons so that a neutral stimulus provokes this 
readily, mhile the girl may resent teacher 'interference*, preferring to 
be left to get on mith things on her omn. Three pupils mere uncertain
about No. 11: one fourth year boy at Tradley and one second year boy and
girl at Progmor. The Tradley boy mas uncertain because, mhile he approved 
of the joking aspect, he mas afraid that no mork mould be done if it mas 
carried too far. The Progmor second year boy expressed similar sentiments:
"could laugh and joke, but afraid class might tsake advantage" as did the 
Progmor second year girl: "might be too easy-going, but might make 
occasional joke". The tmo boys mere High MAIS scorers and High on Ability 
mhich mould explain their concern for a good morking environment, but the >
girl mas a Lom-Lom mho nevertheless mas equally concerned to mork in a 
controlled situation.
Cartoon No. 2 mas the fourth most popular one, representing a 
teacher mho mas marm, helping, child-centred. There mere five dissenters 
from the popular opinion here, four of them at Progmor. The Tradley 
dissenter mas a second year boy, the same individualist mho favoured 
cartoons Nos. 1 and 5 and 6. He mould not get on mith this teacher 
because "she mould let you do anything". The Progmor boy, second year, 
a Lorn MAIS scorer and of lorn ability felt that "sitting around, 
listening to, can get boring and out of hand", mhile the Progmor second 
year girl described this teacher as "too slack". One of the Progmor fourth 
year boys registered the objection that "he didn't like discussions on 
personal matters" and the other castigated her on the grounds that "she 
doesn't care mhether anybody morks or not". Could these responses be 
indicative of situations they had experienced in their progressive 
school? As Bennett (1976) has discovered, not all pupils respond mell 
in an informal classroom.
There mere four dissenters from Cartoon No. 10, the teacher mho is 
explaining mell, and tmo mho mere uncertain. Three of these dissenters 
mere at Tradley, a boy and girl in the second year, and a boy in the 
fourth year. The.Tradley second year boy mould not get on mith this 
teacher because "it mould be boring", the girl because "I. have not got 
a scientific or mathematical mind and she mould need a lot of patience".
The fourth year boy at Tradley mould not get on mith her because "she 
doesn't knom mhat she's talking about", mhile the fourth year girl at 
Progmor objects because "its boring, maths is almays boring anymay, 
kids just standing and being told, not allomed to think". The tmo mho 
are uncertain about this teacher are a Tradley second year boy mho mrites: 
"I might if I felt like it" and a Progmor fourth year boy mho says: "pupils 
look happy, smiling". Four of these six respondents are of Lorn Ability 
mho mould seem to reject straightformard didactic teaching, three are 
at Tradley and one at Progmor.
Cartoon No. 12,depicting the teacher mho uses praise and remards 
frequently, is sixth in order of popularity; there are five dissenters and 
five mho are uncertain. The tmo dissenters at Tradley mere both fourth 
year girls of High Ability, one scoring High on MAIS and the other Lorn.
The High MAIS scorer mould not get on mith this teacher because: "he
looks the type mho mould have favourites, those mho did good mork".
The Lorn MAIS scorer did not offer a construct in this instance. The 
three dissenters at Progmor mere one boy from the second year, and one 
boy and one girl from the fourth year. The second year boy stated:
”1 don't like mork being displayed". This mas in no may a defensive 
reaction as he is an able boy, particularly in mathematics. The fourth 
year, Lomer Ability boy expresses similar sentiments. "Shoming off 
good mork, I mouldn'.t like this". The Progmor fourth year girl expresses 
almost identical opinions as the Tradley fourth.year girl: "Detention 
type, only interested in good results, has favourites". She too is a 
High MAIS scorer and of High Ability. The three at Tradley mho are 
uncertain of this teacher are all boys. The second year boy states he 
probably mould get on mith No. 12, but makes no further comment. The 
fourth year boy mho scores High on MAIS and is of High Ability is 
doubtful because: "it mould be encouraging for the successful ones, 
but discouraging for others, it mould be better to tell him about good 
mork privately". The other Tradley fourth year boy mho is uncertain 
scores Lorn on MAIS but is also of High Ability. He states: "To display 
a good effort and to give encouragement shoms interest and care". He 
appears to be less concerned about the discouraging aspects of public 
praise, but he remains uncertain about his response to this teacher.
The Progmor second year boy mho is uncertain gives as his reason: "It's 
not a good idea to shorn individual mork, but a class project mould be 
all right for a short time". The Progmor fourth year girl mho is 
uncertain is of High Ability, but has Lorn Orientation to school. She 
states: "He might have pets, mould pick out the good morkers."
There is,overall, a reaction against mork being displayed, by some 
because of the discouragement it mould give to the less successful, and 
by others because of the overtones of favouritism implied. Thus both 
altruistic sentiments and lack of trust produce the same rejection of 
the practice of displaying mork. Eight of the ten pupils are in the 
Higher Ability range, therefore, there should be no feeling of total 
failure. It may be that the competition is more fierce near the top 
of the band and the fear of being displaced greater. It is the girls
only who make particular reference to the display of favouritism, 
perhaps because they are more competitive in the classroom.
The most controversial Cartoon is No. 7, the one depicting a 
permissive, easy-going teacher. Fifteen pupils said they wouldn*t get 
on with this teacher, nine at Tradley and six at Progmor. Three said 
they were uncertain, two at Tradley and one at Progmor. The data is 
summarised in table 13b.
TABLE 135 
CARTOON NO.7
NEGATIVE AND UNCERTAIN RESPONSE MODESj BY SCHOOL ORIENTATION AND
AB ILITY  LEVEL 
CONTROLLING FOR SCHOOL. AGE AND SEX
MAIS Score High Low High Low
Ability Level Hiqh Low Low Hiqh
Pupils who would not qet
on with Teacher No. 7
Tradley 2 Boys / /
Girls / /
Tradley 4 Boys / /
Girls / / /
Progmor 2 Boys /
Girls / / /
Progmor 4 Boys / /
Total 5 4 4 2
Pupils who are uncertain
Tradley 4 Boys / /
Progmor 2 Boys /
Total 1 0 1 1
The High/High pupils would not get on with the permissive teacher 
because:
T2 Boy "He is permissive".
Girl "I like to get work done and not mess about".
. T4 Girl "He looks like the type who is far too easy-going for a bit, 
then suddenly be cross."
P2 Boy "A rumpus, messing about, waste of school money, teacher 
doesn*t care, he*s enjoying an afternoon off."
Girl "Running riot".
The Low/Low pupils would not, because:
T2 Boy "Too free."
T4 Boy "Class is uncontrollable."
Girl "It doesn*t look as though you learn anything."
P2 Girl "Too easy-going, smoking in front of children, not a very good
thing to do."
The High/Low pupils would not, because:
T2 Girl "I wouldn!t learn anything."
T4 Boy "Looks like the Headmaster to me."
Girl "It doesn*t look as though you learn anything."
P4 Boy "Too free and easy".
The Low/High pupils would not, because:
P2 Girl "He has not the right idea of school work, young, too casual."
P4 Boy "Too easy-going, some running riot, but others *with him1, if
too strict these wouldn*t work for him."
The comments of the three who are uncertain are:
T4 Boy - High/High "Too much of a friend, should keep some division 
(between pupil and teacher) or less work done, method not 
liked."
T4 Boy Low/High "Probably get on with, but not good for work 
standards."
P2 Boy - High/Low "Teacher likes going out, lets the pupils do what
they like, enjoys talking to pupils, but might be fairly strict - 
would favour this."
To gain a full appreciation of the significance of these comments 
it is advisable to review the constructs employed by those pupils who felt 
they would get on with teacher No. 7. The data is summarised'in 
table 136.
TABLE 136 
CARTOON NO.7
CBNTROLLING FOR SCHOOL , AGE AND SEX
MAIS Score High Low High Low
Ability Level Hiqh Low Low Hiqh
Pupils who would qet on 
with Teacher No. 7
Tradley 2 Boys 
Girls /
/ /
■/.
)
Tradley 4 Boys 
Girls /
) 5
Progmor 2 Boys 
Girls
/
f
/
 ^ 9
Progmor 4 Boys 
Girls
/
/
/
/ / /
Total 2 4 3 5
The two High/High pupils would get on with the permissive teacher because: 
P4 Boy "He is free and easy'1.
P4 Girl "There is freedom, pupils are enjoying themselves."
The Low/Low pupils would do so because:
T2 Girl "He doesn!t seem too strict."
P2 Boy "He takes on outings, friendly."
P4 Boy "He is good fun, but also able to learn from."
P4 Girl "There would be enjoyment."
The High/Low pupils would get on with Teacher No. 7 because:
T2 Boy "He lets you do what you want."
P2 Girl "He is willing to take pupils out, gives fun."
P4 Girl "Easy-going, but kids might get out of control."
The Low/High pupils would because:
T2 Boy "He has school outings."
T2 Girl "I*d be able to do what I liked."
T4 Girl "He looks friendly and not too strict.''
P2 Boy "He is the sort of teacher who comes late, pupil doesn^ get
caught if he is late also.11 
P4 Girl "He is kind, easy-going, but perhaps pupils might take advantage, 
he is not panicky."
These comments indicate the variety of responses available to pupils 
in their encounters with a progressive mode of teaching. Those orientated 
to school, particularly if of high ability, reject this mode. If school, 
is viewed as instrumental then such classroom organisation, or dis­
organisation is only a hindrance to the attainment of long or short term 
goals. It is those who are poorly oriented to school,in both ability 
groups, who welcome this type of teacher as a diversion, a relief from 
the tedium of the classroom. In Willis*s terms (1977) it is a form of 
penetration of the school culture, turning the situation to the advantage 
of the sub cultural group. A greater number of Tradley pupils reject this 
progressive mode. The experience may be so alien' that they cannot tolerate 
it. On the other hand, the less highly motivated at Progmor, having 
experienced such teachers, may have learned how to effectively manipulate 
the situation for their own diversion. There is no appreciable difference 
in response between age groups or sexes. Eight second year pupils and 
seven fourth year pupils check negative responses, while seven in each 
year check in the positive direction. In the uncertain group, one is a 
second year pupil and two are fourth years. Eight girls and seven boys 
check in the positive direction and eight girls and six boys check inf
the negative direction. All three uncertain responses are made by boys, 
perhaps the lure of !playing up1 and having a good time is greater for 
them, and the more conscientious experience greater tension.
7.3.2 Constructs supplied
The constructs supplied by the thirty-two pupils in the two schools 
were sorted into categories and the responses falling into each category 
totalled for the four sub-groups, the two age groups,and both sexes. The 
data is summarised in tables 137 and 138. Similar categories as those 
employed by pupils who responded to the video sequences encompassed most 
of the responses. This confirms the thesis that there exists a fairly
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TABLE 137
RESPONSES TO CARTOONS BY CATEGORIES. CONTROLLING FDR SCHOOL.
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Fourth
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Boys 12 12 12 11 10 11 10 7 7 5 3 5
Girls 15 15 14 14 11 9 8 9 9 6 2 3
Tradley 13 12 10 13 8 11 6 9 8 4 2 7
Progmor 14 15 16 12 13 9 12 7 8 7 3 1
stable framework within which pupils create their own interpretation of 
teachers and the school situation.
The categories used most are those of Control and Aggressiv/e Mode. 
Pupils make reference to teachers being too strict or too easy-going, 
showing a preference for a !middle of the road* approach. The adjectives 
used in the Aggressive Mode category - bad-tempered, grumpy, angry, fierce, 
cruel, hard, scaring, shouting, impatient, worrying (to kids), maker of 
nervous wrecks - would suggest that these pupils are living in a 
Dickensian world. Observation points the other way, teachers appear to 
have few sanctions left at their disposal, and there is more pupil control 
of the situation. Perhaps these pupils experience a vicarious delight in 
phantasising about intimidation, or it may be that some genuinely do feel 
intimidated by a forceful, aggressive teacher. The numbers are too small 
to permit of statistical analysis, but in row figures fourth years check 
these categories more than second years and girls more than boys.
The Praise or Blame category is used almost as frequently as the 
first two. There is an appreciation of teachers who praise and encourage, 
thus rewarding for. good work, but there is reservation about whether this 
should be done publicly or privately. There is rejection of the ones who 
"tell off" and "pick on" individuals or "try to shame one in front of 
one*s mates", and also those teachers who have favourites. Progmor 
pupils use this category more than do those at Tradley, they make more 
references to teachers having favourites and picking on individuals.
Perhaps they become more aware of this, or are more prone to imagine it 
in a more informal situation. Only the second year pupils refer to 
being encouraged to take pride in one*s work, this may no longer be 
meaningful as an incentive to older pupils.
A fourth category which contains a large number of responses is the 
Teaching one. Pupils are very concerned to have teachers who are prepared 
to explain, and to help them understand. They are appreciative of those 
who take trouble and make an effort to teach. One wonders where the 
communication links break down, because similar sentiments would be 
expressed by many teachers^for they see their role as that of teaching.
It may be that too much is expected of pupils, and not sufficient
guidance and explanation is given. Or it may be that while pupils express 
a desire to be ‘helped to learn* the reality is such that so many other 
stimuli impinge and distract to prevent learning taking place. It is 
conceivable.that insufficient account of developmental stage is taken 
and explanations are pitched at a level of abstraction which is inaccessible 
to most pupils. These pupils may not have attained the Piagetian stage 
of Formal Operations.
The responses falling into the fifth largest category, Acceptance of 
Opinions, are enlightening. Pupils are concerned that they should be 
given opportunities to express their own opinions and to take part in 
discussions. It may be the formal mode of didactic teaching which they 
reject. There is little difference in response rate between the two age 
or sex groups; Progmor pupils check this category more than do those at 
Tradley. Perhaps their wider experience of a freer teaching mode alerts 
them to situations where this is operating. The general response is 
approval of such a mode, although there are some dissenters who feel 
that not much would be achieved.
There is a complementary category in which a total of eleven responses 
are checked. This is termed Individual Regard and relates to pupils 
anxiety about being "treated like children", "given personal attention" 
and "accepted as an individual". There is little difference in response 
rate between sub groups, there are some in all groups who feel strongly 
that their own sense of self should be allowed to develop and that they 
should not be regarded merely as examination fodder.
Two further categories which induce a high rate of response are 
those of ‘Takes on Outings* and ‘Jokes*. Second years check the former 
category more than fourth years, boys more than girls, and Tradley more 
than Progmor. There are two aspects to the question of outings or trips.
One is that it provides an opportunity to escape from the restricting 
environment of school. This would account for the high scoring by the 
younger pupils at the more formal school. The other is that arranged 
visits out of school may constitute a valuable learning experience for 
many pupils. Some of the comments made indicate that a few are 
appreciative of this, but certainly not the majority. In the same way,
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a joking, relaxed atmosphere relieves the tension and makes for greater 
adjustment. Second years check this category more than fourth years, 
and boys more than girls. Twice as many Progmor pupils as Tradley ones 
check this category. This may indicate greater familiarity with this 
informal relationship between pupil and teacher, and are happy for this 
to proceed.
Greater insight into pupil perceptions of teachers may be afforded 
by examining the constructs used in the Teacher Characteristics category. 
For this purpose the category has been divided into two sub-divisions, 
viz positive and negative affect; there are equal numbers of responses 
in each sub-category, although second years use more positive affect 
responses and fourth years vice versa. The descriptive terms used are 
as follows:
Positive Affect
Tradley 2 Boys 
Girls
Tradley 4 Boys 
Girls
Progmor 2 Boys
Girls 
Progmor 4 Boys
Girls
nice
pleasant, kind 
generous, friendly 
cheerful, happy
helpful
nice, happy, relaxed 
friendly
friendly, nice
friendly
happy
happy
kind
Negative Affect 
bossy
bossy, thinks knows it all, 
grumpy
moans, inconsistent, 
unreliable
suspicious, interfering, 
doesn*t care, bossy 
bossy, not happy
bossy, old-fashioned 
shows off
bossy, grumpy old snob
The adjective ‘bossy1 is used throughout, displaying the deep 
resentment which is felt against any assault on the person. These pupils 
wish to have some control over their own destiny, yet feel caught in the 
trap of organisational control. This can only be relieved if the teacher 
has warm, positive characteristics which can introduce some humanity into 
the unbalanced relationships. Further evidence of this resentment and 
feeling of inferiority is provided by the use of such terms as "inter­
fering", "show off" and "snob", all characteristics which serve to 
emphasise the status difference between teacher and taught.
Eight responses appear in tho Subject Preference category to confirm 
the concreteness in which some constructs are embedded. These responses 
consist of such expressions as lfI don’t like drama", "I don’t like acting" 
and "not a good drama teacher".
This technique of using cartoons to elicit constructs could be 
developed with profit if more time were available to interview individual 
pupils, particularly those regarded as problem children in school. If 
more than one elicitation of constructs was undertaken it would be possible 
to ascertain resistance to change over time. Obtaining more comprehensive 
grids and taking the analyses back to the pupils might make it possible to 
ascertain the characteristics of the actual behaviours exhibited by teachers 
which are e.g. termed ’bossy* or ’fierce* or ’old-fashioned’.
7,3.3 Case Studies
Information has bean collated on all the pupils who took part in the 
cartoons study. Profiles of two of the Tradley 2 boys are supplied as 
exemplars: HG who scored High on MAIS and was of High Ability and ST who 
scored Low in MAIS and was of Low Ability. The MAIS profiles are given 
in figure 23 and the personality profiles in figure 24.
Case Study: H.G. Tradley 2, Boy, Form 2A4
High MAIS Score 273
High Ability Maths, exam mark 79$
(Tradley 2 Mean Score 202.8)
H.G. L., profile 
Social Class
Humber of children in family 
Position in Family 
Type of Residence
Parents* Expectations of 
. Leaving Age
Own Expectation
Parental Support
Class Concomitants
Skilled, Manual (4)
2
Younger
Terraced house, 
owner occupied
Beyond 18 
Beyond 18
2 (greater than mean) 
5 (higher than mean)
Tradley 2 Means
3.6
2.2
17-18 years 
17-18 years
5.5 
7.0
HSPQ Second Order Factors
Introversion - Extraversion
Adjustment - Anxiety
Tender-minded - Tough Poise 
Emotionality
Subduedness - Independence
HSPQ First Order Factor B, 
Intelligence
Absenteeism
Teacher^1 Rating on:
Ability
Effort
Behaviour
6
4.
1 (higher than mean)
1 (higher than mean)
2 (higher than mean)
5.5
5.1
5.3
5.9
5.1 
5.9$
3.6
3.3
2.3
Report: Improved, Grade C+
486.
Teachers H.G. would get on with: IMos. 1. 4. 5. 9. 10. 11. 12 
Constructs supplied by H.G.
No. 1 He makes you learn
No. 4 I like going on trips
No. 5 He would teach you manners
No. 9 He would make you do lots of work. He would threaten
you with detention.
No.10 I like maths - he explains things.
No.11 I like joking teacher
No.12 You would be proud to do good work.
Teachers H.G. wouldn!t get on with: Nos. 2. 3, 6, 7. 8
Constructs supplied by H.G.
No. 2 She would let you do anything
No. 3 He's too strict and I would be frightened out of my wits 
by him.
No. 6 She's too easy-going
No. 7 He wouldn't teach me anything .
No. 8 I don't like acting.
This boy uses a slightly more differentiated system than the
boy S.T.?discussed below. He appears to value a teacher who would
stand over him and make him work and behave, but would also know 
his subject and be able to teach and make the pupil understand.
He has no time far the easy-going permissive teacher, nor 
surprisingly for the very strict teacher portrayed in Cartoon No.3. 
While wanting to be controlled and made to work, with the onus on 
the teacher, he likes to take part in school trips. He also likes 
a teacher who is willing to joke, although within defined limits.
H.G. believes,at twelve,that he wants to continue into higher
education after leaving school and he perceives his parents' wishes
as being congruent with his own. The parental support score is
3.5 points lower than the mean, indicating strong support for 
school. His father is a skilled manual worker, he has one sibling 
older .than himself^ and he lives in an owner-occupied terraced house. 
The indications are that the home background is better than average 
for this sample.
The records show that ho is above average intelligence, although 
not a *high-flyer*. The composite teachers* rating is 1 on ability 
and effort and slightly lower at 2 for behaviour. The mention of 
'improved* on his school report and his own construct system 
suggests that he is a pupil who does not conform naturally to 
teacher expectations but that he responds well to firm control, 
especially if this is accompanied by * good teaching'. His record 
of attendance is slightly better than average for the whole year 
group but is poor for his ability band.
A comparison of H.G.'s MAIS scores with the year profile 
for boys at Tradley shows that, on the attitude scales, there is 
less regard for friends, parents and the curriculum but more for 
teachers. It may be assumed that the teachers have a strong 
influence here, when these MAIS scores are examined in conjunction 
with the construct system of H.G. The motives sub-scales show 
that working for extrinsic reward is important, but self-realisation 
and enjoyment are less significant motivators. This accords with 
the constructs supplied - H.G. looks for a teacher who teaches 
manners, makes do lots of work,and makes one proud to do good work.
A comparison of H.G.'s HSPQ Profile with that obtained from a 
sample of fifty boys and girls rated high on school interest shows 
several marked departures. H.G. appears to be more reserved, much 
more stable, controlled and assertive, but at the same time 
conscientious. He is less intelligent thanthe high interest 
group in the sample. There is, however, a strong possibility 
that his other characteristics will enable him to perform well 
in school, provided that his assertive streak does not enter too 
strongly into conflict with some of the teachers in this 
traditional school. It seems that he values the dominant aspects 
of teachers,which echoes something of his own personality.
The second order factor scores provide a concise summary of 
his personality - a boy who is well-adjusted and more independent 
than the average of the group. Hopefully the strong parental 
support and the recognition of the value of 'doing well* will
channel his energies into attaining a successful school career. 
There is little danger of his strong independent spirit being 
cowed by the regime.
Case Study: 5.T. Tradley 2. Boy. Form 2C1.
Low MAIS Score 119
Low Ability Maths, exam mark 21$
(Tradley 2 Mean Score 202.8)
S.T.'s Profile 
Social Class
Number of children in family 
Position in family 
Type of Residence
Parents* expectations of 
Leaving Age
Own Expectation
Parental Support
Class Concomitants
HSPQ Second Order Factors
Introversion - Extraversion
Adjustment - Anxiety
Tender-minded - Tough Poise 
Emotionality
Subduedness - Independence
HSPQ First Order Factor B, 
Intelligence
Absenteeism
Teachers* Rating on:
Ability
Effort
Behaviour
Skilled Manual (4) 
2
Elder
Semi-detached,
owner-occupied
15, or don't know 
15, or don't know
Tradley 2 Means
3.6
2.2
17-18 years 
17-18 years
10 (less support than mean) 5.5 
8 (lower than mean) 7.0
4
15.9$
5 (lower than mean)
4 (lower than mean)
2 (higher than mean)
5.5
5.1
5.3
5.8
5.1 
5.9$
3.6
3.3
2.3
Report: Satisfactory, pleasant, Grade C+
Cartoons
Teachers 5.T. would get on with: Nos. 2. 4, 6. 11, 12.
Constructs supplied by S.T.
No. 2 If the school goes to so much trouble you would enjoy school.
No. 4 You would like the teacher who is going to a lot of trouble 
to arrange trips for you.
No. 6 You would enjoy school, takes trouble to take you out.
No.11 . This is a happy class and you would enjoy school.
No.12 Cares about good work, makes you try harder.
Teachers S.T. wouldn't get on with: Nos. 1, 3. 5. 7. 8, 9. 10.
Constructs supplied by S.T.
No. 1 Would be boring
No. 3 The teacher has got to help, if you don't understand you
start to talk and get bored.
No. 5 School has got to be a happy place otherwise no-one will 
get on with each other.
No. 7 Too free.
No. 8 I think drama is boring because we don't do plays like those 
in the picture.
No. 9 They are all angry all the time.
No. 10 It would be boring.
This boy appears to use a very limited construct system in the 
school situation. The important things to him are that a teacher 
should take trouble, preferably to arrange trips to get him out of 
school. He is concerned with enjoying school,he would like it to 
be a happy place, but to him so much is boring.
He does value a teacher who cares about good work, he would try 
harder for such a person. His response to not understanding would 
be not to press for clarification,but to talk and get bored.
S.T. has no great commitment to staying on at school, nor
does he feel his parents want him to stay on. The parental support
score is 4.5 points higher than the mean, indicating that he does 
not perceive his parents as being particularly interested in his 
school work. His father is a skilled manual worker, he has one 
sibling younger than himself, and he lives in an owner-occupied semi­
detached house. The indications are that the home background is 
adequate.
The records show that he is not a very able child, academically. 
The composite teacher's rating of Ability on a 7-point scale is 5.
He is rated slightly higher for Effort, and higher still on Behaviour. 
The school report shows him as satisfactory and pleasant. His record 
of attendance is not good. The question arises whether his low 
performance is due to continued absences or whether he absents 
himself because he is experiencing so little success.
A comparison of S.T.'s scores on the MAIS with the year profile 
for boys at Tradley shows that,on the attitudes scales,there is low 
regard for teachers, the school organisation, and the school 
materials supplied. This is congruent with the constructs supplied.
The teachers are not supportive enough, they don't take enough 
trouble, and the facilities and materials are not available for 
stimulating lessons so all is 'boring*. The motives sub-scales 
confirm that the two areas to work on for increased motivation are 
enjoyment and extrinsic rewards. There would be less return for 
concentration on the intrinsic side of offering intellectual 
stimulation and opportunities for self-realisation. There is also 
little interest in social activities.
When the HSPQ profile is compared with high scorers on interest 
in school work, it can be seen that this departs from it on the 
main discriminators,viz. Factors B+ (intelligence), Q2+ (Self- 
sufficiency ) , A+ (Warm-hearted) and 0- (Self-assured). There is 
less deviation on other factors which have been found to discriminate 
viz. Factors C+ (Emotionally Stable), D- (Undemonstrative) and E- 
(Obedient). The scores are similar on the two Factors G+ (Cons­
cientious) and 1+ (Tender-minded). This boy has higher scores on 
Qg (Controlled)and Q^ (Tense).
The HSPQ Second Order Factors show S.T. to be more introverted, 
more anxious,yet more independent than the group average. The use 
of the Kelly Repertory Grid Technique used clinically with this 
background information might help to eradicate areas of confusion 
and rescue this young boy from what might become to him an increasingly 
boring and frustrating school experience.
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Figure 23 - Profile of MAIS Sub-Scale Scores
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A comparison of thesa two profiles shows that important differences, 
which may be influe ruing school commitment, are future aspirations and 
parental support. H.G. is slightly more extraverted and independent, 
much better.adjusted and more intelligent. He has a similar First Order 
profile to the High Interest group (see figure 6) except that he is more 
emotionally stable, more assertive, and more controlled. In contrast, S.T. 
is more reserved, more tense and apprehensive,yet also more controlled 
and more self-sufficient than the High Interest sample; although he is 
much less controlled than H.GV  S.T. has much less regard for School 
Organisation and Materials than has H.G. The ordering of motives is very 
different} S.T. ranks Enjoyment first while H.G. ranks it last}
Curiosity takes second place for H.G. but next to last for S.T.
A comparison of supplied constructs is illuminating. S.T. would not 
get on with cartoon No. 1 because he would be !boring* but H.G. would find
him acceptable because he would make him learn. In the response to cartoon
No. 5, S.T. shows his desire for enjoyment, for school as a happy place, 
whereas H.G. looks for someone who will take the responsibility for 
*good manners*. The same emphasis occurs in response to cartoons Nos. 9 
and 10 - H.Gappreciating control and help with work, S.T. fearing boredom
and unpleasantness. They are agreed on cartoons Nos. 4, 11 and 12. Both
appreciate trips out of school, although possibly for different reasons, 
both like the joking teacher and both like the concern expressed for high 
standards. The responses to cartoons Nos. 3, 7 and 8 are similar also, 
although H.G. seems to be more interested in effective teaching whereas
S.T. is more concerned about avoiding boredom and being amused or 
entertained.
These two case studies illustrate how information about individuals 
may be used to construct profiles which could be helpful in diagnosis of 
school problems. In particular, the use of cartoons and the application 
of Kelly grid techniques would provide insight into the construing of 
pupils and their perceptions of the school situation.
CHAPTER VIII
SUMMARY AND DISCUSSION
8.1 Introduction
The motivation for this study arose from the writers experience as 
a teacher in State secondary schools during the 1950 s. At this time 
movement towards a mandatory system of comprehensive secondary education 
was gaining momentum in Britain. There was little evidence available to 
suggest that the improvement in pupil performance and commitment, forecast 
by the political, administrative and educational advocates of comprehensive 
reform, had been generated. The writer was concerned partly to fill this 
gap and generally to establish what might be the criteria for an optimum 
school climate in which adolescents could grow and develop, academically 
and socially.
In order to gain insight into some of the factors affecting performance 
and commitment, two major questions were posed:
1. Does the social climate of the school influence pupil 
behaviour, and,if so, what is the direction of influence?
2. Do the pupil*s perceptions of the school situation, and 
of his teachers, influence his mode of responding to the 
educational experiences available to him?
A hypothetico-deductive model, within the classical scientific 
research paradigm, and involving the use of objective measures, was 
adopted as the basis for investigation of the first question. The 
ecological model of human behaviour, operating within a social anthro­
pological paradigm was the framework for deriving answers to the second 
question; semi-projective techniques were developed and used.
Data obtained from samples drawn from the 12-13 year old and 14-15 
year old populations of two comprehensive schools in the same new town 
were analysed to provide empirical support for the debate. A tabulated 
summary of the main findings is given on pages 517-522.
It is proposed in this final chapter to review the research findings 
under the two primary headings of School Influence and Pupil Perceptions, 
making secondary reference to age and sex variables. Consideration will 
also be given to broader issues beyond the immediate focus of the study. 
In this context, three of the wider issues will be debated, viz. the 
tenability of the concept of equality of educational opportunity, thB 
modes of communicating the accepted ideology to pupils, and the 
developmental competency of pupils to reciprocate. Finally policy 
implications and ideas for further research, arising from the study>will 
be discussed.
8.2 Review
8.2.1 Influence of School Climate
Previous research (e.g. Ross et al, 1972, Finlayson, 1973, Bennett, 
1976) has shown,rthat schools differ along many dimensions and that the 
differences may affect pupil behaviour and academic outcome. Few firm 
conclusions could be drawn because of lack of base-line data on pupil 
characteristics before entering the schools under study. Rutter et al^ 
(1979) have sought to remedy this by mounting a longitudinal study. They 
have been able to show that differences in outcomes related to pupil 
behaviour and attainment are systematically related to the characteristics 
of schools as social institutions:
Factors as varied as the degree of academic emphasis, teacher 
actions in lessons, the availability of incentives and rewards, 
good conditions for pupils, and the extent to which children 
were able to take responsibility, were all significantly 
associated with outcome differences between schools.
The traditional-progressive dimension forms the nucleus of the 
present study. Tradley and Progmor were chosen as representative of the 
range of contrast currently manifest within the British educational 
system. Tradley exhibited a'formal organisational and pedagogic 
structure and concentrated more on academic excellence and the use of 
tangible rewards. Progmor operated a more flexible system, was more 
pupil centered and placed greater reliance on the use of intrinsic 
rewards.
The pupil outcomes examined were:
1. Commitment to school.
2. Commitment to school, with personality as the inter­
vening variable.
3. Commitment to school, with social class as the 
intervening variable.
4. Attitudes and motives.
5. Record of attendance.
6. Expectations.
7. Performance.
8. Perceptions.
1. Rutter et al (1979, p. 178)
8.2.1.1 Commitment to school
Responses to the MAIS questionnaire (see section 4.2.1, page 133) 
were taken as the principal measure of pupil commitment to school.
The writer had confidence in the use of the MAIS questionnaire as 
prior inquiry had confirmed that careful research had prece.ded its 
preparation and development. Its content validity and reliability had 
also been supported by its use in other studies. The results of factor 
analysis of the writer’s data (available for inspection) were in close 
agreement with Sumner’s (1970) original data. In addition, the results 
obtained in this study, particularly those relating to age and sex 
differences, lend support to the content validity of the questionnaire.
The most important findings, psychologically speaking, are listed 
under sections I and II, a-c; III a, e, f and IV, a-d of the tabulated 
summary of results, p. 517 . These show that pupils at the ’traditional’ 
school, Tradley, expressed greater commitment than those at the 
’progressive’ school, Progmor. This evidence was contrary to 
expectations and suggests that Progmor was not succeeding in its expressed 
aim of securing greater school allegiance through improved social 
interaction between staff and pupils.
The results showing that younger pupils are more committed than 
older pupils at the secondary stage confirms many research findings in 
this area. The significant fact is that there is less decline in 
commitment with age at Progmor than at Tradley. Reduction in mean MAIS 
scores is much greater for Tradley than for Progmor (see section IX, p^xi))* 
Progmor appears to be more successful than Tradley in holding the interest
o.f the older pupils.
Tradley seems to be operating against the conventional norms in 
that boys register greater commitment than girls, whereas for Progmor the 
opposite obtains (see section IX, p.(xi)). It is conceivable that the 
more orthodox formal structure of Tradley with the greater possibilities 
for specialism is more attractive to boys.
When the interaction effects of ethos, age and sex are examined, 
the single exception to the symmetry of response pattern of boys scoring
higher than girls is Progmor 2. The difference in mean scores is 
significantly greater for Progmor 2 than for the other sub-groups (see 
section IX, p.(xi)). This set of results supports the notion that 
appreciation of a more progressive open atmosphere demands a more mature 
outlook, which presumably 12-13 year old girls would be more likely to 
bring to the situation than their male counterparts.
8.2.1.2 Commitment to School, with Personality as the Intervening ' 
l/ariable.
The hypothesis has been advanced that schools do make a difference 
to pupil outcomes, but the strength and direction is not clear from 
existing research reports. Bennett (1976) has shown that there are 
interaction effects between school regimes and personality type which 
affect pupil progress. Other researchers (e.g. Entwl.istle, 1974), 
have indicated that age is a mediating factor, extraverts being more 
successful at the primary stage and introverts at the later secondary 
stage and university.
The results from the present study were inconclusive, but there 
is tentative support for the proposition that school regimes 
differentially affect pupils of different personality constellations, 
when school commitment is the criterion variable. The results show that 
both schools achieved the greatest.success with those who were conscientious, 
persistent, moralistic and staid (HSPQ Factor G). The relationship between 
this trait and school commitment was greater for the older pupils than 
the younger ones. Tradley was also successful with those in both age 
groups who were tender minded, sensitive, dependent and over-protected 
(HSPQ Factor I), and controlled, socially precise and following the 
self image (HSPQ Factor Q3).
Cattell and Cattell (1969, p. 34) claim of factor Q3 that: ’’There 
is every indication that the self concept and the associated self 
sentiment dynamic investment can be stimulated by dir-ect, constructive 
education in socio-moral values, and encouragement in self respect”.
The formal structure of Tradley may be more acceptable to those pupils 
who have already had previous supportive experiences of this kind.
When HSPQ Second Order Factors are considered, it is the Tender- 
minded Emotionality Factor which is most highly correlated with school 
commitment for Tradley 2, Tradley 4 and Progmor 2. Progmor 4 is the 
only dissenting group, for them the factor of introversion is more 
significant. First Order Factors I and Q3 and the Second Order Factor 
QIII are, according to Cattell, more under environmental control than 
some of the other source traits. It would seem from these findings 
that both regimes are dependent for success on the mediating effects of 
appropriate home backgrounds. This is confirmed by the importance of the 
parental support variable as a determinant of school commitment (see 
Section 5.3.1, p. 230). Progmor*s influence is seen in that factor 
QIII is no longer significant for the fourth year group. It is dis- • 
placed by the more person-determined factor of introversion. Neverthe­
less, it is the ones who avoid social interaction generally who find 
Progmor more rewarding. This is unexpected in a school which seeks to 
foster good social relationships. -
Gardner (1974) has stressed the need for more sophisticated 
statistical techniques than simple correlational devices and use of class 
mean scores to explore the complex role and interaction of pupil 
personality variables."^ He argues that research on teacher effects 
should consider pupil variables. Teacher behaviours and pupil outcomes 
may enter into lawful relationships with one another, but the nature of 
this relationship may be different for different kinds of pupils.
Adoption of a two-way analysis of covariance design in this study might 
have uncovered more significant relationships between school variables 
and personality traits.
8.2.1.3 Commitment; with Social Class as the Intervening Variable.
The correlation coefficients given in Section Ilia, p.(ii) of the 
tabulated summary of results show that there is a closer relationship 
between social class and school commitment for Tradley pupils than for 
those at Progmor. High achievers from Social Classes I and II at 
Tradley were the most committed. The degree of relationship is similar
1. Gardner, P.L., "Research on Teacher Effects: Critique of a 
Traditional Paradigm", Br. 3. Educ. Psychol., 44(2), 1974, pp.123-30.
for T2 and T4 pupils, but for P4, social class has less influence on 
commitment than for P2. Teachers, particularly if they are supported 
by the prevailing ethos, may unconsciously invest more of their skill 
and attention in better class children, and thus induce the Hawthorne 
effect of greater commitment and higher performance. On the other 
hand, Progmor would seem to be achieving a modicum of success in its 
avowed aim of eroding elitist aspects of the present system.
8.2.1.4 Attitudes and Motives
There was no clear evidence, from sub-scale data, of school ethos 
operating differentially on pupils1 attitudes and motives.
8.2.1.5 Records of Attendance
Absences due to minor illnesses and accidents are inevitable 
consequences of the adolescent years, but if schools are providing 
stimulating interesting environments for pupils, matched to their 
requirements, it is reasonable to assume that records of attendance 
will be good. Table 64, p. 219, shows that Tradley had a better record 
of attendance than Progmor. The younger groups in both schools had better 
records than the older pupils; in contrast to the MAIS main measure of 
commitment there was a greater falling off at Progmor than Tradley.
A separate comparison of attendance records of boys and girls was not 
undertaken. Young adolescents may be prepared to take advantage of a 
less structured, somewhat permissive atmosphere to * do their own thing* 
and to * nick off* more readily than if they are subjected to more rigid 
forms of control. It was expected that the greater maturity of the 
older pupils would induce them to respond positively to the more fluid 
atmosphere of Progmor. The danger is that when early truanting has 
become a habit which has been positively reinforced in the past it 
becomes more difficult to extinguish later.
8.2.1.6 Expectations .
The results indicate that Tradley pupils had higher aspirations 
than Progmor pupils, insofar as intention to *stay on* beyond the 
statutory leaving age may be accepted as indicative of ambition. The
higher expectations of pupils and parents were linked closely to ability 
band placement at Tradley, but diffused across the range at Progmor. 
Tradley was apparently successful in conveying its approved image of 
the *good and successful pupil* to both pupils and parents.
Tables 88 and 92, pages 296 and 300 respectively, show that the 
falling off in aspirations is greater for Tradley than Progmor pupils, 
especially when intentions to stay in education beyond 18 are considered. 
There is a greater similarity in expressed intentions of boys and girls 
at Progmor, for both age groups, although the higher aspirations of 
boys over girls is maintained. At Tradley, the position changes from 
the girls having higher aspirations at the younger age to having 
considerably lower aspirations at the older age. As explained previously, 
(section 3.1, page 68) Progmor makes a positive explicated attempt to 
provide a balanced undiscriminated curriculum for boys and girls. The 
spread of aspirations across the bands would seem to indicate that those 
aims were, to some extent at least, being realised.
How far such aims are justifiable or realisable within the present 
British educational system is a wide open question. Where expectations 
are raised only to go unfulfilled, some provision for ‘cooling out’ 
(Goffman, 1952) is needed. Pathogenic syndromes are generated, 
according to Hopper (1971, page 293), if the educational system fails 
to develop coping mechanisms for the warming-up-cooling-out dilemma.
He claims that England is more likely than the United States to resolve 
the attendant stresses at high levels of achievement but less likely to 
do so at middle and low levels of achievement.
The data obtained from the Newtown schools does not allow a close 
analysis of the extent to which this syndrome was contributing to dis­
affection there. As we have seen, high pupil and parent expectations 
were generated initially at Tradley, therefore some cooling out along 
the line was necessary. It is difficult to estimate how far this was 
pathogenic. The labelling process implicit in banding and streaming 
seemed to influence pupils* expectations for the future. By adopting 
such selective policies, Tradley would seem to be relying on institutional 
press to resolve the stress dilemma, whereas Progmor teachers relied 
more on emphasising values other than pure academic ones.
8.2.1.7 Performance
External Examination Results for 1974 and 1976 for Tradley and 
Progmor are given in Section 3.4. In both years Tradley pupils 
performed slightly better than Progmor pupils. There was a falling 
off in the success rate of Progmor pupils at *A! level. However the 
problem of analysis and comparison proved to be very complex. There 
seemed little to choose between the two schools as far as overall 
success rate goes. It is quite possible that a different configuration 
of pupils were succeeding at Tradley than a^t Progmor. The ability range, 
as measured by HSPQ Factor B, was similar in both schools, with the 
exception of Progmor 2, which was below the mean (see tabulated summary 
of results, Section IX, p.(xi)). There is no examination data available 
for the study sample, but the inference may be made that both schools 
had similar material to work with.
Entry into Further and Higher Education
The results given in Section 3.5 do not support the hypothesis that 
Progmor would be more successful in reducing differentials in 
opportunities and attainments deemed to be due to social class or sex.
The record for pupils going on to further education was higher at 
Tradley and the superior record of boys was maintained. The records 
to which the writer was allowed access were not sufficiently detailed 
to permit more meaningful comparisons to be made.
8.2.1.8 Differential Perceptions of Teachers
Content analysis of pupil responses to the semi-projective 
measures indicated that a rule-based classification system was adopted 
by all pupils in their categorisation of teachers. There was no de­
tectable pattern of differences in category usage between schools, 
year groups, or boys and girls, apart from the developmental one.
There was evidence of a more mature form of responding by older pupils 
and Progmor pupils in general, a form which may have been generally 
facilitated by the closer teacher-pupil interaction at Progmor.
Pupils* ideas about where the responsibility lay for the maintenance
of good behaviour and satisfactory work seemed to be similarly 
distributed in both schools. There was no detectable pattern of 
differential effects of school regime operating here.
The quantitative analyses of data from the use of supplied constructs 
(see Section 3 .1 .1, page 3 *5 *0 ) show that both the Tradley groups 
employed these constructs in similar ways. Teachers who provided 
enjoyable experiences in class, and who were liked, belonged to one 
cluster, while those who were good at explaining also appeared to 
inspire good pupil behaviour. For the Progmor groups, the construct of 
liking was kept separate from the other three. Progmor pupils seemed 
more willing to sustain the idea of liking a teacher irrespective of 
his other attributes or ways of proceeding in class. These Tesults 
also support the proposition that Progmor pupils, and older pupils 
generally, employ a somewhat more differentiated appraisal system than 
their counterparts.
The following section moves from an examination of the similarities 
and differences between Tradley and Progmor to a more general consideration 
of how pupils perceive their teachers.
8.2.2 Pupil Perceptions of Teachers and the School Situation
Hargreaves (1977) has discussed the typification process by which, 
through speculation, elaboration and stabilisation the concept of teacher 
is internalised. Actual teachers are typified in terms of a set of 
characteristics, many of which are fairly crude bi-polar dimensions.
Since typifications are evaluative as well as descriptive, a conception 
of the ‘Ideal Teacher* develops against which all teachers encountered 
are compared. Typification then becomes ideal-matching.
Results derived from this study lend support to this model. A 
broad general picture of the significant aspects of teacher behaviour, 
as construed by pupils, emerges; but the rich complex undercurrents have 
not been revealed. The commonality of response styles across school, 
age and sex suggests implicit general rules which pupils adopted in their 
categorisation of teachers. The reliance on a bi-polar model by pupils
in their classification of teachers is indicated from the results of the 
hierarchical clustering analysis (sBe Section 7.1.1, p. 350): ’Teachers- 
in-firm-control’ v. teachers employing democratic mode1.
From all three modes of elicitation of responses used, viz. the 
video-sequences, 1 Ideal Teacher* questionnaire, and Cartoons, similar 
salient dimensions of teacher appraisal emerged (see tabulated summary 
of results, section XI, p.xiii). Pupils used a limited set of categories 
in describing teachers to a third party. The Control/l\!ot in Control 
dimension proved to be most important for all sub-groups. Quality of 
Teaching and Personal Qualities of Teacher were also important dimensions 
of appraisal, the latter becoming more prominent as a reported category 
in the small group or individual situation. Pupils judged teachers on 
their ability to maintain interest, to preserve them from tedium and 
monotony. The specific requirements in this category ranged from 
requests for stimulating learning situations to. being entertained in 
class, or removed from what was seen as the restricting environment of 
school, e.g. Takes on Outings. Teachers were expected to be able to 
maintain a relaxed joking atmosphere or to display a Sense of Humour.
They were also categorised on the closeness of the relationship they 
sought to establish with pupils (i.e. Social Distance Maintained), 
and the extent to which they were prepared to relate to pupils as 
individuals possessing their own particular identities.
Deviant responses were supplied by a small proportion of pupils 
(see figs. 21 & 22, p.365). They may have been given in a sense of 
bravado, or may indicate that the task was not taken very seriously 
by these pupils. Nevertheless, the fact that these sentiments were so 
readily accessible to pupils suggests that they represent a significant 
dimension in pupils* construing of the situation, and need to be taken 
account of. The * Ideal Teacher’ elicitation mode also yielded a 
category of deviant responses. This may have been due to the conflict 
engendered by the juxtaposition of the two terms ’Ideal’ and ’Teacher’ 
in the minds of some pupils. Others were unable to free themselves 
from the concrete, and submitted names of teachers, names of school subjects, 
or referred to physical appearances only. Perhaps their capacity to 
evaluate others in personal terms was restricted.
’Aggressive Tendencies* and ’Praise or Blame’ were two categories 
used only in the Cartoon mode. The amount of aggression or intimidation 
displayed by teachers, or the methods employed to motivate pupils, were 
both relevant dimensions in this context.
Two thirds of the pupils questioned were prepared to accept their 
share of the responsibility for good conduct and meaningful work in the 
classroom. They perceived that they had a joint stake in the learning 
process. About one seventh were prepared to leave it all to the teacher, 
they were there just to be directed, and considered it was the teacher’s 
full responsibility to organise and structure the classroom situation.
A similar proportion felt they should be left to their own devices, to 
work or not as they saw fit (see tabulated summary of results, section 
XI, page xiii).
The projective data indicated that pupils wished to maintain role 
distance with teachers, that school was valued for its instrumental 
function, and most pupils wished to get by comfortably, although willing 
to accept some degree of responsibility for participation. MAIS sub­
scale scores, (see Section 5.2, page 184) showed that teachers were less 
influential than friends for the two Progmor groups, and also less 
influential than parents for all four sub-groups. There was no great 
enthusiasm for school, according to the projective responses, yet the 
MAIS sub-scales showed that Self-realisation and Curiousity were the 
most important motivators in the school context.
8.3 Broader Issues Arising from the Debate
The evidence would suggest, that within the limits and subject to 
the limitations of this present study, neither regime may be regarded 
as generally superior to the other. Both schools had their successes 
and failures, their triumphs and disasters. Such a complex dynamic 
human activity as obtains within a school environment defied tight 
categorisation.
Three of the broader issues to emerge from the study are:
1. If Progmor is no more effective than Tradley, in spite 
of its articulated policy and staff dedicated to its 
ideology is it because this ideology is a chimeric 
phantasy? Is equality of educational opportunity an 
incompatible or unachievable concept in present day 
Western society?
2. Are the declared progressive ideals of the Progmor
teachers possibly not being implemented in practice?
3. Are most pupils at the adolescent stage of development
insufficiently advanced socially and emotionally to 
respond to a progressive environment in an 
institutional setting?
The three issues will be discussed separately.
S.5.1 Is Equality of Educational Opportunity a Myth or a Reality?
Equality of opportunity may be an ephemeral goal, unrealisable in 
the prevailing British socio-political climate. Douglas et al (1972, 
p. 196-7), working in the sociological tradition of the 1950s and 
1960s, found that differential chances of success were available to 
pupils, depending on their social class:
The social class differences in educational opportunity which
were considerable at the primary school stage, have increased
at the secondary stage, and extend now even to pupils of high
ability.
508.
The feasibility or desirability of providing equal opportunity for 
all is brought into question on several counts.
The nature-nurture controversy enters into the arena of discussion. 
Researchers such as Oensen, Eysenck, Butcher and Burt have promulgated 
the thesis that individual differences in ability are largely determined 
by genetic factors. White (1970, p. 50-51) claims that the issue is 
neither verifiable nor falsifiable. Nevertheless, educational practices 
and philosophies have been founded on assumptions that one aspect or the 
other - heredity of* environment - is the mere potent.
The ’progressive* ideology is based on the over-riding importance 
of environmental influences. Schools are regarded as functioning 
critically in the creative process of renewal. The growth of com­
prehensive education in Great Britain confirms.the acceptance of this 
ideology by many educationalists and policy-makers.
However, the analysis of interaction effects in this study shows 
that one of the most important influences on school commitment was the 
degree of parental support experienced. School effects may have been 
small as each pupil will be relating his own experience to his own frame 
of reference, developed in the context of his early home and neighbourhood 
experiences. Cohen (1955, page 7) claims that:
The child’s experiences in the family are the most important 
determinants of the frame of reference through which the 
child perceives, interprets and evaluates the world outside.
Clark et al (1976, page 11) have also indicated the limitations imposed 
by the culture within which the child is born. Willis (1977), in examining 
the transition from school to work of a group of twelve non-academic 
working class boys, has highlighted the attitudes of defiance and the 
characteristic - rejection of what school had to offer them. However, as 
Rutter et al (1979, page 7)^ maintain, school effects may still be 
significant, but the statistical effect may be small because there is 
a bigger difference between the ’best’ and ’worst’ home than between the 
’best’ and ’worst* school.
1. Op.cit. page 496.
Opposition to these egalitarian principles comes from several 
quarters. There are those who accept the Densian hereditary position; 
others who are moved by a simple reluctance to give up privileged 
access to what they believe to be more effective and more desirable 
forms of education; and a third group who are genuinely concerned about 
the possible squandering of a rich cultural heritage from the past.
Bantock (-1976, pages 85-9), accepting that differences in achievement 
and potential exist, sees the need for a differential cultural offering 
to various ability ranges, once basic skills have been offered. This 
raises the question of the form and timing of selection and allocation 
to different forms of experience, a procedure which has to be under­
taken even within the comprehensive system of schooling. Pre-selection, 
because of differential child-rearing practices, exists before schooling 
begins. Enrichment programmes endeavour to counteract some of the more 
adverse home influences, but the environment of the home and neighbourhood 
are continuing influences acting supportively or in opposition to the aims 
of the school, throughout childhood and adolescence.
8.3.2 How is the Prevailing Ideology Conveyed to Pupils
It is within the total institutional context that individual meanings 
are negotiated. Teachers interpret their roles as educators and express 
their consequential meanings on the day.to day transactions in the 
classroom.
The categorisation of pupils on ability criteria by teachers in 
Progmor were commented on by Keddie (1971) and Beck (1972) in their 
reports of observational studies which they both carried out at Progmor.
In this school such categorisations were supposed to be eschewed; 
policies of de-streaming were instituted in support of the progressive 
ideology. If teachers are defining the situation by actions that differ 
from their explicitly expressed beliefs, it is small wonder that pupils 
pick up what is being symbolically expressed and react accordingly.
Pupils need to discover what are the implicit demands of the curriculum 
and respond appropriately if they are to survive. The concept of the 
’hidden curriculum’ may be invoked here.
If a school like Progmor, which makes explicit its progressive aims 
and intentions, is unsuccessful in communicating these aims, how much less 
radical might implementation be in comprehensive -schools whose ideals have 
not been so clearly enunciated and articulated? Keddie (1971, p. 155) 
reviewing her findings at Progmor writes:
Ability is an organised and unexamined concept for teachers 
whose categorisation of pupils on the grounds of ability 
derives largely from social class judgments of pupils’ 
social, moral and intellectual behaviour. These judgements 
are frequently confounded with what are held to be rational 
values of a general nature.
The present study has shown that organisational policies, based on a
child-centred ideology, have failed to yield the hypothesised commitment 
and involvement. It may be, as Keddie and others working in the tradition 
of the new radical Sociology of Education maintain, that teachers are 
not supporting their idealism with classroom practices, or it may be 
that pupils are not perceiving the true content of the message; perhaps 
it is an inappropriate message for them at their.stage of development.
8.3.3 Are Young People Able to Perceive and Respond to Progressive 
Elements in the School Situation?
Responses made by pupils in this study lend support to other
research findings. Woods (1977), for example, has formulated a complex
typology of pupil adaptations to schooling at the secondary stage. 
Representatives of his ’retreatists’ ’intransigents’ and ’rebellious’ 
were all present at both Tradley and Progmor. Several studies, e.g. 
Hargreaves (1967, 1972 and 1975), Willis (1977), have concentrated on 
this ’alienated group’ in an attempt to appreciate and understand the 
sub-cultures they inhabit.
Disillusion is experienced by many teachers at the responses they 
receive to their ’progressive’ overtures from such sub-sections of the 
pupil population. It has often been concluded that ■such pupils are 
emotionally maladjusted.; It may be also that they lack the relevant 
cognitive structures, or ones of sufficient complexity, to perceive and 
respond to the situation as intended.
According to Personal Construct Theory (Kelly, 1955), the choice 
and number of constructs or categories a person employs are a function 
of his own construct system, which he has developed to interpret the 
world and the people in it. Rules for drawing inferences from behaviour, 
inferences of a flexible kind, tentative and predictive, are established. 
Constructs may be invalidated and yet retained because they have been 
found to be ’useful* in the past. Certain configurations of constructs 
are applied to certain situations because these fall within the ’range 
of convenience’ df the construers. Individuals preserve their own 
constructs and criteria and develop their jpwn everyday understanding of 
situations. Meanings are made individually, but they are also shared 
with contemporaries.
The restricted range of categories for appraising teachers offered 
by pupils in this study indicates the limited construct systems which 
individual pupils have at their disposal in the school situation.
They may not be mature enough, or have sufficiently differentiated 
systems to appreciate and react to the situation as it is being 
defined by progressive teachers. Some confirmation of this hypothesis 
arises from the reported reactions of pupils to a progressive teacher, 
working in isolation in a formal setting. He was regarded as a ’sissy’
’to be played up’ and ’good for a laugh’.
There was evidence for more mature expectations developing with 
age, or through closer interaction with teachers?from the way in which 
dimensions of Control, Quality of Teaching and Social Distance were 
employed. Pupils appeared to be moving towards the identification of 
teachers as persons rather than mere role occupants. Hoyle (1969) has 
discussed the complexity of the teacher’s role but has shown that the 
majority of both pupils and parents define the role in a limited way.
Their expectations are that a teacher maintains order, promotes 
learning, and preserves a caring and morally acceptable environment.
Pupil construct systems are shaped by prior forces, e.g. 
personality, pre-school experiences, parental pressures, rendering them 
incapable of learning to respond in the expected ways to ’progressive’ 
teacher styles of behaviour. Pupils further develop their construct systems 
as they pass through the primary school. Interaction between teacher and
pupil is perceived and accepted as a coherent and organised set of actions. 
These perceptions and expectations are further modified during the passage 
through secondary school and altered as pupils pass through adolescence.
This study has provided evidence of progression from global, 
stereotyped evaluation of teachers and others to a more flexible 
personalised evaluation, using a more articulated differentiated system 
of construing. Developmental influences were also evident from the 
responses to the ’Ideal Teacher’ questionnaire; older pupils in both 
schools were more prepared to accept mutual responsibility for conduct 
and learning. Nevertheless, it would seem that on balance, pupils are 
better served if they are gradually eased into a freer regime.
B.4 Overview
School influences and pupil perceptions have been examined.
Taking a wider perspective of the determinants of school commitment 
across the total sample, older pupils, boys and less able pupils 
become more disenchanted with school than do their counterparts. The 
committed ones are those who are conscientious, rated highly by their 
teachers Tan the'"three indices of ability, effort and behaviour.
These findings support those of Sumner and UJarburton (1972) in which 
the under-achiever is described as one who is not conscientious, dis­
regards duties, is" irresponsible, disloyal, dilettante, has a poor self- 
concept, is motivated by hedonism, swayed by emotions and peer group 
orientated. At the opposite pole, a subtle interplay of teacher and 
home expectations, coupled with some experience of successful adjustment, 
and a willingness to accept the situation as it is*appears to be the 
prescription for school commitment. In Freudian terms, this represents 
a situation where there is good ego-functioning, the id is well under 
control, and the mores of the immediate society internalised through 
the super-ego.
The dilemma as to who shall succeed still hinges on ability and 
social class. The explicit aim of the Progmor Headmaster was to promote 
the notion that all pupils were of equal value. This was interpreted by 
many of the staff as the equal opportunity principle. Confusion of 
'aims and methods may have adultered possible effects. Teachers1 ratings 
of pupils’ abilities were highly correlated with MAIS total scores.
This applied to the whole sample and to all sub-groups except Tradley 2. 
Ability remains in Progmor an organising factor in fashioning teacher 
expectations. To succeed and to be acknowledged as successful are 
important determinants of pupil commitment and attainment.
Conclusions drawn from the research concerning school differences 
must be tentative. There was little consistent definitive evidence of 
differential effects. There was generally a need for structure and for 
the challenge of specialism, particularly at Tradley.
It would seem that Progmor was catering more adequately for a
wider range of pupils; its more liberal grouping policies appear to hav/e 
extended the horizons for some less able pupils. Teachers1 ratings of 
behaviour were more influential for Tradley pupils, while ratings of 
effort were more influential for Progmor pupils. It would seem that 
the actual behavioural performance of pupils is the ideological touch- 
' stone of the traditional school, while ’doing one’s best’ or ’trying 
hard’ is the touchstone of the progressive school.
Tradley concentrated more on academic excellence and the use of 
tangible rewards; Progmor was more concerned to encourage pupils to 
take responsibility and greater store was set on the use of intrinsic 
rewards. Both schools tried to provide good conditions for pupils, 
but owing to lack of resources, some selectivity was unavoidable.
Tradley tended to concentrate more of its resources (e.g. materials, 
accommodation and teacher expertise) on the brighter pupils, whereas 
Progmore tended to spread them more thinly across the whole ability 
■range.
Undoubtedly the optimum form of organisation and environment for 
learning may not have been realised in either school.
The differential effect of school ethos may have been negligible, 
or the instruments used may have been too blunt to record the relevant 
dimensions. In particular, research of this kind does not lend itself 
to the same precise formulation as does laboratory experimental work. 
There is an ever present danger of contamination of results from several 
sources, but on the other hand there is the reward of much richer data 
(for exploration. If individual findings lack definitiveness, there is 
encouragement to be drawn from the frequency with which they confirm 
each other, gradually building up a fairly coherent picture.
The research is on too small a scale for the results to be 
generalised confidently to other pupils in other schools. However, 
the findings may serve as valuable signposts in this complex research 
territory. There is supportive evidence published subsequent to the 
present research that schools do make a difference to pupil outcomes. 
(Rutter, 1979, page 508). Both Tradley and Progmor exhibited some of
the characteristics of the 'good' schools as defined by Rutter. The 
use of class means in this study may have concealed some of the subtle 
inter-relationships. LJiseman (1969) indicated the advisability of 
using other statistical techniques, e.g. restricting the range of 
samples, to uncover these correlations.^"
It is possible that the social organisation at Tradley was serving 
one group of pupils best, perhaps the high ability conforming group; 
whereas at Progmor a different constellation was being served, perhaps 
the mid-ability more autonomous and more sociable group.
The optimum type of regime for secondary age pupils has not been
ascertained. The validity of comprehensive education as conceived 
within the liberal child-centred tradition still remains an open 
question. Has the great comprehensive reform of the 1960s run out of 
steam, or was it doomed to failure? Some of the factors discussed in 
this study may provide food for discussion. According to Pedley (1978), 
to provide a full rich education for all the nation's children, giving 
due attention to those labelled 'average* and 'below average* is very
demanding. Increased allocation of resources is essential. The
present economic and political climate would deny the realisation of 
such proposals. On this count alone fully comprehensive education seems 
unattainable.
1. Wiseman, S., "The Effect of Restriction of Range upon Correlation 
Coefficients", Br. 3. Educ. Psychol., 37(2), 1967, pp. 248-52.
8.5 Suggestions for Further Research
Because of a whole variety of constraints the present study 
performs a more descriptive function than was anticipated. Hopefully . 
the findings will feed into the descriptive-correlational-experimental 
loop model proposed by Rosenshine and Furst (1973), to provide a 
springboard for future experimental and more selective observational 
work.
As the field of study is at a very early stage of development a 
broad-based look at the teaching process is necessary, taking account 
of the total institutional context in which teaching takes place. To 
complement this, there needs to be also a rigorous and intensive micro- 
analysis of classroom interaction, together with dissemination of 
research findings at pre-service and in-service levels of teacher- 
training. A radical re-appraisal of what constitutes ’the same 
educational opportunities’ is needed in the light of differing pupil 
interpretations of the experiences that are presented to them.
Interesting avenues of exploration were opening up through the 
use of cartoons of teacher styles when time and permission to use the 
school facilities were running out. Further useful research could be 
done by taking back to pupils analyses of their own construing, thus 
moving the focus from school differences towards insights into the 
cognitive and emotional reactions of pupils, how they relate to and 
perceive others, particularly their teachers.
8.6 Tabulated Summary of Results
for
Total Sample and Four Sub-Groups
T2 Tradley 12-13 year olds
T4 Tradley 14-15 year olds
P2 Progmor 12-13 year-olds
P4 Progmor 14-15 year olds
(i)
I• Motivation and Attitudes to School, as determined by total scores 
on the MAIS questionnaire.
a. ETHOS -Tradley pupils report a more positive affect towards 
school than Progmor pupils (p< 0.001).
b. AGE - 12-13 year old pupils report a more positive affect 
towards school than 14-15 year olds (p< 0.001).
c. SEX - There is a trend for girls to report a more positive 
affect towards school than boys, but the results are not 
statistically significant.
Interaction Effects
d. ETHOS AND AGE - T2 score highest, P4 score lowest, P2 and
T4 occupy second and third positions respectively (p< 0.019).
e. ETHOS AND SEX - Tradley boys score highest, Progmor boys 
score lowest, Tradley girls and Progmor girls occupy second 
and third positions respectively (n.s. p< 0.189).
f. AGE AND SEX - 12-13 year old girls score highest, 14-15 year 
old girls score lowest, 12-13 year old boys and 14-15 year 
old boys occupy second and third positions respectively 
(n.s.p<0.098).
g. ETHOS, AGE AND SEX - The order of scoring of sub-groups, 
from highest to lowest is:
Tradley, 12-13 year old girls
Tradley, 12-13 year old boys
Progmor, 12-13 year old boys
Tradley, 14-15 year old girls
Tradley, 14-15 year old boys
Progmor, 12-13 year old girls
Progmor, 14-15 year old girls
Progmor, 14-15 year old boys
(see tables 39-41, pages 185-8).
II. Motivation and Attitudes to School, scores on MAIS sub-scales
a. ETHOS - Tradley pupils score higher than Progmor pupils on 
all sub-scales (p<l 0.05).
b. AGE - Younger pupils score higher than older pupils on all
sub-scales. (11 scales, p< 0.009, Friends p< 0.107).
c. SEX - Sub-scales Friends, Self and Enjoyment discriminate,
girls score higher than boys, (p< 0.048)
Sub-scales Teachers and Self-realisation discriminate, boys 
score higher than girls (p< 0.073).
Interaction Effects
d. ETHOS AND AGE - Sub-scales Teachers, Self, Curriculum, Self
realisation and Social Conformity discriminate (p< 0.023), 
T2 score highest, P4 score lowest, P2 and T4 occupy second 
and third positions respectively.
(ii)
e. ETHOS AND SEX — Sub—scales Self and Rewards discriminate 
(p< 0.027). Tradley boys score highest, Progmcr boys score 
lowest, Tradley girls and Progmor girls occupy: rsecond and 
third positions respectively.
f. AGE AND SEX - Sub—scales Materials, Reward and Enjoyment 
discriminate (p< 0.032). 12-13 year old girls score highest 
on all three sub-scalesw For Materials and Reward, 14-15 
year old girls score lowest, 12-13 year old boys and 14-15 
year old boys occupy second and third positions respectively. 
For Enjoyment, the third and fourth positions are reversed, 
14-15 year old girls occupy third place and 14-15 year old 
boys occupy fourth place.
g. ETHOS, AGE AND SEX - There are no statistically significant 
interaction effects. For sub-scale Friends, p< 0.055 and for 
Reward p< 0.054. The order of scoring, from highest to lowest, 
is:
Friends Reward
T2 boys T2 boys
P2 girls T2 girls
T2 girls P2 girls
T4 girls T4 boys
T4 boys P2 boys
P4 girls P4 boys
P4 boys T4 girls
P2 boys P4 girls
(see tables 42-44, pages 194-197).
III. Effects of Home Variables on Motivation and Attitudes to School, as
determined by total scores on the MAIS questionnaire.
a. SOCIAL CLASS - Pupils whose fathers are in Social Classes 1
and 11 report greater commitment to school than those with
fathers in Social Classes IV and V (p< 0.01). The effect is 
less pronounced at Progmor than at Tradley.
MAIS with Social Class 
Correlation Coefficients
Total sample 
T2 
T4 
P2 
P4
b. FAMILY SIZE - Pupils who have no brothers or sisters
report greatest commitment. The pattern of school influence
is not identifiable.
c. POSITION IN FAMILY - Only children report greatest 
commitment. The pattern of school influence is not 
identifiable.
- 0.17
-  0.21
- 0.23
-  0.12 
- 0.03
(iii)
d. STATUS OF FAMILY RESIDENCE - Pupils from owner-occupied houses
report greatest commitment. This is true for the whole sample
and all sub-groups except Tradley 12-13 year olds.
e. SOCIAL CLASS CONCOMITANTS - There is a significant correlation
between scores on this index and MAIS total scores. The
correlation is highest for Tradley 14-15 year olds.
f. PARENTAL SUPPORT - There is a significant correlation
between scores on this index and MAIS total scores. The
correlation is highest for Tradley 14-15 year olds.
There is no detectable pattern of influence on MAIS total scores 
across these home variables for the four sub-groups. The influence 
is most prominent for Tradley 14-15 year olds.
(see tables 47-61, pages 200-216).
IV. Effects of School Variables on Motivation and Attitudes to School, 
as determined by total scores on the MAIS questionnaire.
a. RATE OF ABSENTEEISM - Pupils who have high rates of 
absenteeism score low on the MAIS. This is confirmed for 
the total sample and for all sub-groups except Tradley 12- 
13 year olds.
Progmor has a poorer record of attendance than Tradley.
14-15 year olds have a poorer record than 12-13 year olds.
b. TEACHERS* RATINGS OF PUPILS - Pupils who are rated high by 
teachers on Ability, Effort and Behaviour score high on 
MAIS. This is confirmed for the total sample and for all 
sub-groups except Tradley 12-13 year olds (Ability and 
Effort only) and Progmor 12-13 year olds (Behaviour only) 
Teachers* evaluation of:
a) Effort is most salient for both Progmor groups.
b) Behaviour is most salient for Tradley 12-13 
year olds.
c) Ability is most salient for Tradley 14-15 year 
olds.
c. LEVEL OF ABILITY - Scores on HSPQ Factor B (Ability) are 
significantly correlated with MAIS scores. This is 
confirmed for the total sample and for the two sub-groups, 
Tradley 14-15 year olds and Progmor 12-13 year olds.
d. ATTAINMENT SCORES - Attainment scores, as determined by 
standardised Mathematics Examination Marks, are significantly 
correlated with MAIS scores. This is confirmed for the 
total sample and for the two sub-groups Tradley 14-15 year 
olds and Progmor 12-13 year olds. .
The first two indices above operate as significant intervening 
variables for the total sample and all sub-groups except Tradley 
12-13 year olds. Levels of ability and achievement are not 
significant predictors of commitment for either Tradley 2 or 
Progmor 4.
(see tables 62-67, pages 217-221).
(iv)
V• Effects of Personality Characteristics on Motivation and Attitudes 
. to School, as determined by total scores on the MAIS questionnaire.
a. HSPQ FIRST ORDER FACTORS - Results were inconclusive, although 
there were significant correlations between several factors and 
MAIS scores, for the total sample, and the four sub-groups,
(see table 68, page 226).
MAIS with HSPQ First Order Factors 
Correlation Coefficients
T2 T4 P2 P4
Factor G Conscientious .36 .53 .30 .54
Factor I Tenderminded .37 .32
Factor Q3 Controlled .42 .40
b. HSPQ SECOND ORDER FACTORS - for both Tradley groups, the 
personality factors of Adjustment and Tender-minded Emotionality 
discriminate for those reporting positive commitment to school. 
The same two factors plus that of Introversion discriminate
for the Progmor 14-15 year old group, while it is the factor 
of Tender-minded Emotionality alone which discriminates for 
the Progmor 12-13 year old group. (see table 68, page 226).
MAIS with HSPQ Second Order Factors 
Correlation Coefficients
T2 T4 P2 P4
Tenderminded -.39 -.42 -.35
Introverted -.32
Adjusted -.38
VI. Effects of Middle School Origin
Results inconclusive, (see table 69, page 227).
VII. Effects of Future Expectations .
a. PUPILS’ EXPECTATIONS - There is a significant correlation
between pupils’ expressed intentions to continue in 
education beyond the compulsory leaving age and MAIS 
scores. This is confirmed for the total sample and all 
sub-groups, although for Tradley 12-13 year olds it is 
significant at the ten percent level only,(see table 70, 
page 228).
b. PERCEIVED PARENTS’ EXPECTATIONS - There is a significant 
correlation between pupils’ perceptions of parents’ 
expectations for their continued education and MAIS 
scores. This is confirmed for the total sample and for 
all four sub-groups, (see table 71, page 229).
Interaction Effects - AID Analysis
Dependent Variable: MAIS Total Scores
Intervening Variables: 19 Selected Variables.
(v)
1. Sex
2. Social Class
3. Family Size
4. Position in Family
5. Status of Family Residence
6. Parental Support
7. Social Class Concomitants
8. Absenteeism
9. Teachers’ Ratings - Ability
10. ’’ " - Effort
11. 11 ” — Behaviour
12. Level of Ability, HSPQ Factor B.
13. Attainment, Mathematics Examination Marks.
14. Pupils’ Expectations
15. Perceived Parents’ Expectations
16. HSPQ Second Order Factor QI : Introversion-Extraversion
17. ” ” ” ” QII: Adjustment-Anxiety
18. " ” ” ” QIII: Tender-minded Emotionality-
Tough Poise
19. ” ” ” ” QIV: Subduedness-Independence
Total Sample
Highest scoring group characteristics:
Parental Support, High; Tender-minded Emotionality; 
Adjustment; (Mean score: 232.09).
Louest scoring group characteristics:
Parental Support, Mid and Lou; Tough Poise; 
(Mean score 126.86)
Best discriminator:
Tradley 2 - Future Expectations
Tradley 4 - Parental Support
Progmor 2 - Parental Support
Progmor 4 - Future Expectations
(see table 72, pages 236 and 237)
(ii) Dependent Variable: MAIS Total Scores
Intervening Variables: Home Variables
1. Social Class
2. Family Size
3. Position in Family
4. Status of Family Residence
5. Parental Support
6. Social Class Concomitants
Best discriminator:
Tradley 2 - Social Class Concomitants 
Tradley 4 - Parental Support 
Progmor 2 - Parental Support 
Progmor 4 - Class Concomitants
(see table 73, page 239)
(iii) Dependent Variable: MAIS Total Scores
Intervening Variables: School Variables
1. Pupils’ Expectations
2. Parents’ Perceived Expectations
3. Absenteeism
4. Level of Ability, HSPQ Factor B
5. Attainment - Mathematics Examination Marks
6. Teachers’ Ratings - Ability
7. ’’ M Effort
8. ” ” - Behaviour
Best discriminator:
Tradley 2 - Pupils’ Expectations
Tradley 4 - Pupils’ Expectations”
Progmor 2 - Pupils* Expectations
Progmor 4 - Pupils’ Expectations
(see table 74, page 241)
(iv) Dependent Variables: MAIS Total Scores
Intervening Variables: HSPQ First Order Factor
Best discriminator:
Tradley 2 - Conscientious - Disregards Rules
Tradley 4 - ’’ ” ”
Progmor 2 - ” ” ”
Progmor 4 - ” ” ”
(see table 75, page 247)
(v) Dependent Variable: MAIS Total Scores
Intervening Variables: HSPQ Second Order Factors
Best discriminator:
Tradley 2 - Adjustment - Anxiety
Tradley 4 - Tender-minded Emotionality -Tough Poise 
Progmor 2 - Tender-minded Emotionality - Tough Poise 
Progmor 4 - Introversion - Extraversion 
(see table 76, page 252)
Interaction Effects - Stepwise Regression Analysis
(i) Eighteen Selected Variables
Total Sample 55.7^ of variance explained by:
Parental Support, HSPQ Second Order Factors, Tender­
minded Emotionality— Tough Poise, Introversion- 
Extraversion, Status of Family Residence.
(see tables 78, 82, pages 253-56).
Best discriminator:
Tradley 2 - Pupils1 Expectations 
Tradley 4 - Parental Support 
Progmor 2 - " "
Progmor 4 - ,r "
(ii) Home Variables
Best discriminator for all four sub-groups:
Parental Support
(see table 83, page 257)
(iii) School Variables 
Best discriminator:
Tradley 2 - Pupils’ Expectations
Tradley 4 - Perceived Parents’ Expectations
Progmor 2 - Teachers’ Ratings on Ability
Progmor 4 - Pupils’ Expectations
(see table 84, pages 258-9)
(iv) Personality Characteristics 
HSPQ First Order Factors
Best discriminator:
Tradley 2 - Controlled - Uncontrolled
Tradley 4 - Conscientious - Disregards Rules
Progmor 2 - Conscientious - Disregards Rules
Progmor 4 - Conscientious - Disregards Rules
(see table 85, page 260)
HSPQ Second Order Factors 
Best discriminator:
Tradley 2 - Tender-minded Emotionality - Tough Poise
Tradley 4 - Tender-minded Emotionality - Tough Poise
Progmor 2 - Tender-minded Emotionality - Tough Poise
Progmor 4 - Introversion - Extraversion
(see table 86, page 261)
VIII.Future Expectations 
School Influence
- A greater proportion of Tradley pupils -
a. Express the intention to ’stay on’ beyond the statutory
leaving age; this is confirmed for both T2 and T4.
b. Express the intention to continue in education beyond 
eighteen.
c. Perceive their parents as wanting them to stay on beyond 
the statutory leaving age.
d. Perceive their parents as wanting them to continue in 
education beyond eighteen.
e. Correlation between pupils’ and perceived parents* 
expectations for ’staying on’ is significant at the one 
per cent level for all school groups; T4 is highest and 
P4 is lowest.
f. The correlations between pupils’-and perceived parents’ 
expectations for continuation beyond eighteen are also 
significant. There is less congruence as one moves down 
the ability bands.
(see tables 87-93, pages 295-303)
Effect of Ability Level
g. Streaming policy and band allocation has an effect on 
future expectations; it is less marked at Progmor than 
at Tradley.
h. This influence extends to perceived parents’ expectations; 
it is less marked at Progmor than at Tradley.
i. See 6.3.4.
(see tables 94-96, pages 305-7)
Interaction Effects - AID Analysis 
Dependent Variable: Pupils’ Expectations
Intervening Variables: Seventeen Selected Variables (nos.1-15»16'
P- M
Total Sample
Highest scoring group characteristics:
Parental Support, High; Social Class, mainly professional; 
(Mean score 0.66)
Lowest scoring group characteristics:
Parental Support, Mid and Low 
Ctfeart Scoife 3 . 5 3 )
Best discriminator:
Tradley 2 - Parental Support 
Tradley 4 - Social Class Concomitants 
Proomor 2 - Parental Support 
Proomor 4 - Tender-minded Emotionality 
(see tables 97, page 311)
(ii) Dependent Variable: Pupils* .Expectations 
Intervening Variables: Home Variables
1. Social Class
2. Family Size
3. Status of Family Residence
4. Parental Support
5. Social Class Concomitants
Best discriminator:
Tradley 2 - Parental Support 
Tradley 4 - Social Class Concomitants 
Progmor 2 - Parental Support 
Progmor 4 - Status of Family Residence 
(see tdie 98, page 314)
(iii) Dependent Variable: Pupils’ Expectations 
Intervening Variables: School Variables
1. Absenteeism
2. Level of Ability, HSPQ Factor B
3. Attainment - Mathematics Examination Marks
4. Teachers’ Ratings - Ability
5. " ” - Effort
6. M M - Behaviour
Best discriminator:
Tradley 2 - Mathematics Examination Mark
Tradley 4 - Teachers’ Rating - Ability
Progmor 2 - Teachers’ Rating - Behaviour and Effort
Progmor 4 - Teachers’ Rating - Effort
(see table 99, page 316)
(iv) Dependent Variable: Pupils’ Expectations 
Intervening Variables: HSPQ Second Order Factors
Best discriminator:
Tradley 2 - Adjustment - Anxiety
Tradley 4 - Adjustment - Anxiety
Progmor 2 - Introversion - Extraversion
Progmor4 - Tender-minded Emotionality - Tough Poise
(see table 100, page 322)
Interaction Effects - Stepwise Regression Analysis
(i) Seventeen Selected Variables
Best discriminator for all four sub-groups:
Parental Support
(see table 102, page 324)
(x)
(ii) Home Variables 
Best discriminator:
Tradley 2 - Parental Support 
Tradley 4 - Social Class Concomitants 
Progmor 2 - Parental Support 
Progmor 4 - Parental Support 
(see table 103, page 325)
(iii) School Variables 
Best discriminator:
Tradley 2 - Mathematics Examination Marks
Tradley 4 - Teachers* Rating - Ability
Progmor 2 - Teachers’ Rating - Behaviour
Progmor 4 - Teachers’ Rating - Effort
(see table 104, page 326)
(iv) Personality Characteristics 
HSPQ First Order Factors 
Best discriminator:
Tradley 2 - Level of Ability - HSPQ Factor B 
Tradley 4 - Conscientious - Disregards Rules 
Progmor 2 - Self-assured - Apprehensive 
Progmor 4 - Conscientious - Disregards Rules 
(see table 105, page 327)
HSPQ Second Order Factors 
Best discriminator:
Tradley 2 - Adjustment - Anxiety
Tradley 4 - Adjustment - Anxiety
Progmor 2 - Adjustment - Anxiety
Progmor 4 - Introversion -"Extraversion
(see table 106, page 328) 
Perceived Parents’ Expectations
(i) Interaction Effects - AID Analysis
Dependent Variable: Perceived Parents’ Expectations
Intervening Variables: Seven Selected Variables (nos.1-1$, 16-19,
page (v))
(xi)
Total Sample
Highest scoring group characteristics:
Parental Support, High; Mathematics Examination Mark, High, 
{.f^ leavv S cotf'G-CUSc)
Lowest scoring group characteristics:
Parental Support, Low; Social Class concomitants, Mid and 
Low; Parental Support, Mid and Low.
(MecxtA Scor<2. 3.5V )
Best discriminator:
Tradley 2 - Parental Support
Tradley 4 - Social Class Concomitants
Progmor 2 - Parental Support
Progmor 4 - Social Class Concomitants
(see table 107, pages 331-333)
(ii) Dependent Variable: Perceived Parents’ Expectations 
Intervening Variables: Home Variables (nos. l-fe», page ( v ) )
Best discriminator:
Tradley 2 - Parental Support
Tradley 4 - Social Class Concomitants
Progmor 2 - Parental Support
Progmor 4 - Social Class Concomitants
(see table 108, pages 335-6)
(iii) Dependent Variables: Perceived Parents’ Expectations 
Intervening Variables: School Variables (nos. 3-S', page ( V ' i ) )
Best discriminator:
Tradley 2 - Level of Ability, HSPQ Factor B
Tradley 4 - Level of Ability, HSPQ Factor B
Progmor 2 - Mathematics Examination Mark
Progmor 4 - Teachers* Rating - Effort
(see table 109, page 338)
IX. Extracts of Mean Scores
(i) MAIS Mean Scores by School Groups
Tradley Progmor
12-13 year olds 
14-15 year olds
Difference
202.8
168.3
34.5
170.5
155.1
15.4
Boys
Girls
Difference
187.4
182.9
5.5
158.3 
167.2 
- 8.9
(xii)
T2 T4 P2 P4
Boys
Girls
204.3
201.3
170.9
165.9
178.5
160.3
156.8
152.4
Difference 3.0 5.0 18.2 4.4
(ii) HSPQ Factor B (Ability)
All T2 T4 P2 P4
Mean
Standard deviation
5.1
1.6
5.1
1.4
5.3
2.0
4.7
1.4
5.3
1.5
(iii) Mathematics Mark (Attainment)
All T2 T4 P2 P4
Mean
Standard deviation
42.1
22.5
44.8
25.0
39.4
22.6
46.0
22.0
38.4
20.4
(iv) HSPQ Second Order Factors
All T2 T4 P2 P4
EXVIA Mean
Std. Dev.
5.8
1.9
5.5
2.0
6.1
2.1
5.7
1.6
6.0
2.0
ANXIETY Mean
Std. Dev.
5.1
1.5
5.1
1.5
5.0
1.5
5.1
1.3
5.3
1.7
ACTIVE Mean
Std. Dev.
5.6
1.7
5.3
1.7
5.7
1.7
5.4
1.7
5.9
1.7
INDEP Moan
Std. Dev.
5.6
1.8
5.8
1.6
5.9
1.7
5.4
1.8
5.6
1.8
n 501 104 109 141 147
X • Video-Sequences
a. Hierarchical Cluster Analysis
The analysis of responses to the 19 video-sequences 
established that pupils in the four school groups were, 
with minor exceptions, using two clusters which could 
loosely be defined as "Controlling" and "Democratic".
The similarities of classification across all school 
groups suggests that there are implicit general rules 
which secondary pupils adopt when developing typifications 
of teachers. A more detailed analysis has been supplied 
in Chapter VII, pages 17-20.
The clustering of constructs, illustrated in figs. 17-20, 
pages 362-3, indicates that Progmor pupils use a more 
differentiated system than Tradley pupils, and that 
fourth year groups use a more articulated system than 
second year groups.
b« Deviant Responses
A small proportion of pupils recorded hostile and sexual 
responses. There was no appreciable difference between 
the two school groups by years, but there was an approxi­
mately fourfold increase from second to fourth years.
(see figs. 21 and 22, pages 365).
c• Content Analysis
From a sampling of the content of responses made by pupils 
to supplied sentence stems, after viewing selected video­
sequences, 15 categories were identified (see pages368, 372- 
3). These were collapsed into 5 larger categories, viz:
A. Control
B. Interest
C. Teaching Quality
D. Respect
E. Humour
F. Personal Qualities
The dimension ’Teacher in Control’ was found to be salient 
for all pupils, but formed a more important reference 
category for Tradley than for Progmor, and for younger than 
older pupils. The 'Quality of Teaching' category was used 
more by Progmor, older pupils and girls. The ’Personal 
Characteristics* category was used more by older pupils and 
boys. There was no difference in percentage usage between 
schools for this category. The most significant result 
deriving from the analysis is the commonality of response 
across schools, age and sex. Secondary pupils employ a 
limited set of conventional categories in appraising teachers 
or at least in the recording of their categorisations.
’Ideal Teacher’ Questionnaire
a. Open ended Responses
Similar categories to those derived from the video sequence 
analyses were found to encompass most of the responses 
obtained from the ’Ideal Teacher' questionnaire (see p.416). 
The distribution of total sample responses were as follows:
Category Percentage Response
Control 25.2
Personal Qualities 18.7
Teaching Qualities 10.6
’Humorous’ and
’Ooking' Qualities 15.8
Progmor check significantly more than Tradley for the 
categories of ’Control’ and ’Sexual Referrents’. For 
categories of 'Interest' and ’Social Distance’ it is
Tradley who check more than Progmor. Tradley pupils
are looking for teachers who do not ’maintain distance’, 
who can relax and display a sense of humour and also 
make the lesson interesting.
(xiv/)
Younger children check the ’Joking1 category more than 
older pupils uhile the reverse obtains for categories 
/ of ’Interest’ and ’Social Distance’. Girls show a
/ more mature preference, being more concerned with
’Interaction' and 'Interest' while boys are more 
concerned with ’Appearance’ and make more use of 
'Sexual Referrents'. Lower ability pupils are more 
concerned with 'Control' and ’Personal Qualities’ while 
higher ability pupils emphasise 'Interest' and ’Respect 
for the Individual'.
The differential use of categories by sub-groups, both 
for the video sequences and the ’Ideal Teacher’ questionnaire 
suggests that the more mature pupils place emphasis on 
’Quality of Teaching’, ’Interest’ and 'Social Distance' and 
’Sense of Humour'. The less mature are more concerned with 
’Control', ’Joking', ’Fairness’ (see table 125, page 441). 
There is no clearly detectable pattern of differences in 
category usage across schools or year groups.
b. Allocation of Responsibility for Class Behaviour and Work
The results obtained for the whole sample are as follows:
Categories Identified Percentage Use
1. Joint responsibility of pupil and teacher 60.4
2. Teachers' sole responsibility 17.8
3. Pupils* sole responsibility 16.2
4. Neither,, encompassed deviant and alienated
responses 5.5
There was no detectable pattern of differential responses 
across school, age or sex. A full discussion and summary 
appears in section 7.2.4.
XII. Cartoons of Teacher Styles
A list of categories used by individual pupils in construing the 
cartoons of teacher styles is given in table 138, page 482.
Similar categories are employed as those appearing in the other 
two open-ended elicitation procedures. Again, there is no 
detectable pattern of differential responses across school, age 
or sex.
Computer print-outs showing distribution of scores on intervening 
variables, product-moment correlation coefficients between variables, 
AID and multiple regression analyses are available for inspection on 
application to the writer.
APPENDICES
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APPEMDIX 3
SECONDARY REORGANISATION
! M r. David Young asked the Secretary1 
o f State fo r Education and Science how 
many authorities in England and Wales 
, have had their secondary education rc» 
i organised on comprehensive lines ; how 
! many have submitted plans fo r such 
reorganisation ; and i f  she w ill name the 
authorities which have no t submitted 
i plans at the latest date fo r w hich figures 
’ are available. *.
i Miss Margaret Jackson : O f 97 local 
' education authorities in England, 23 are
^tota lly reorganised and a further 30 are 
expected to be reorganised by the end of 
• the decade, subject in some cases to the 
’ availability of resources. Only one local .. 
education authority— Kingston upon 
t, Thames— has no comprehensive schools.
|i Letters were sent under Section 2 o f the 
| Education Act 1976 to eight authorities 
l; on 24th November 1976 and a further 26 
,^ authorities on 17th January 1977 requiring 
, them to submit, w ith in  six months o f the 
jdate o f the letter, proposals fo r .the re­
organisation of the whole or part of their 
area. O f these, 14 have responded w ith 
complete proposals although not a ll these 
responses have been ratified by the fu ll 
Councih By mid-day Monday 25th July 
no proposals had been received from  
\ Barnet, Berkshire, Birmingham, Bromley,
. Croydon, Dorset, East Sussex, Enfield, 
Gloucestershire, Hereford and Worcester, 
K irklccs, Manchester, North Yorkshire, 
jTameside and Warwickshire. W ith the 
I exception o f Birmingham, Croydon and 
Manchester these authorities have’ either 
. been granted an extension to the time 
.lim it o r have a request fo r an extension:
! under consideration.
' Matters fo r Wales are fo r my right 
'hon. and learned Friend, the Secretary o f 
|State for,Wales.*
Source: Hansard, Col.306-307, 28th July, 1977. 
.(The question was answered on 27th Duly, 1977).
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' APPENDIX 4
SOME SIMILAR APPEARING SETS OF TEACHER CHARACTERISTICS 
AND TEACHER BEHAVIOUR PATTERNS REPORTED BY DIFFERENT RESEARCHERS
Host of the classes of teacher behaviour that have been studied, according 
to Ryan, fall into the group of 'internal inputs' lablled 'Behaving 
Styles'. These might be regarded either as teaching styles or personal - 
social - behaviour patterns of teachers. They fall into five sets, 
viz:
Terms used to describe teacher behaviour pattern
Friendly, warm, understanding, sensitive, sincere, 
permissive, cmpathic, rapport-m ain ta in ing.
Rcsj>onsiblc, systematic, businesslike, dependa­
ble, well prepared, efficient in presentations,
_ , T concerned w ith  student achievement, orderly,
instruction well organized.
Stim ulating, imaginative, achievement-motivat­
ing, active, resourceful.
Personally acceptable, attractive, good-appearing, 
verbally expressive, communicative, profession­
a lly  impressing.
Direct (Flanders), dom inativc, icachcr-centcrcd, 
authoritarian
Set II Indirect (Flanders), integrated, permissive, child-
centered
Control of classroom emotional climate (absence 
of hostility)
Control of classroom soc ial structure (presence of 
pup il in itia tin g  activity)
Verbal (trad itiona l) emphasis
Good classroom procedure (Soar)
Absence of maladjustment. (Soar)
Set IV
Supportive 
Ignoring; neutral 
Threatening, antagonistic
T u rb u len t, impulsive, outspoken, variable, cx- 
h ib ilio n is tic
c . .. Self-controlling, orderly, (teacher-centered, dom i-
native?)
Fearful, anxious, nu rtu ra n t, pre-adult fixated
Ryan identifies a further eight categories:
Set VI: Teacher as perceived by self or others
A wide range o f traits, motives, and schema re­
la ting  to teacher behavior have been considered 
by role tcsearchers from  the s tand jx jin l ol expect­
ancies'of teachers themselves, supervisors, com­
m un ity , pupils, adm inistrators, teacher educators, 
etc., e.g.: teacher com m unity partic ipa tion ,
teacher coopera liveness w ith  au thority  and 
maintenance of rules, teacher self-indulgence, 
teacher permissiveness perm itting  p up il freedom, 
subject, matter-centered teaching, student-cen­
tered teaching, teacher status striv ing, etc.
Set VII: 'Affective Sets*
l'iivocable attitudes toward pupils
knot-able attitudes toward adm inistrators and 
other school pci sound
'J etn her-hchl educational beliefs
I’.motional M ah ilitpad jus lm ent
Sst VIII: 1Abilitiea-Caparifcies1
Verbal-semantic a b ility  
Q u a 1i1 i t a ti vc-sy m bol i c 
Logical ab ilities
Set IX: Teacher Retrievable Information
Knowlcdgo-uudcrstauding-skill re subject matter 
taught '(focal in form ation  transm itted to 
pupils) •
General cu ltu ra l knowledge
1'iofessional in lo t m ation re child-adolescent be­
havior, guidance and measurement, principles 
and methods of teaching, etc.
Set X: Teacher Learning Aids and Media
Some attention has been paid "the  teacher" or 
teacher behavior patterns involved in the use of 
learning aids such as educational T V , m otion 
p ic iu  res, films, demonstrations, etc. M ention  in 
the lite ra tu re  is made of the need for the teacher 
to introduce the materials and prepare the class, 
to lead class discussion, and to summarize and 
review.
Set XI: Teacher Information Processing Functions
Sensing, filte ring , analyzing, transforming-encod- 
ing, classifying, storing, goal defin ing and task 
analyzing, summarizing and synthesizing, evalu­
ating outcomes of a lternative actions, decision- 
m aking re content, decision-making re channel­
ing, selection o f appropriate content, encoding 
of in fo rm ation  for output, channeling, control, 
problem solving, m ediating behavior, defining, 
desciibing, designating, substitu ting, evaluating, 
classifying, comparing and contrasting, condi­
tional in fe rring , causal expla in ing, sequential 
expla in ing, teleological expla in ing. ‘
Set XII: Primary Teacher Behaviours (Output)
M otivatin;*-reinforcing teacher behavior
| ’ 11 sonting-explai11iiig-t 1 einonstrating teacher be­
havior
Organizing planning-managing teacher behavior 
Lvaluatiug leaclicr behavior 
Guidance-counseling teacher behavior 
Logical teaching behavior 
Problem-solving teacher behavior
Set XIII: Miscellaneous Teacher Characteristics
behaving styles: teacher behavior patterns e lic it­
ing large amounts o f p u p il activ ity ; teacher bc- 
• havior patterns e lic iting  in it ia lin g  behavior from  
pupils; teacher behavior patterns credbug favor­
able impression (e.g., orderly behavtou^ teacher 
hehavior showing consideration, v.irrvitV? or dis­
approval.
Source: D.G. Ryans, "Teacher Behaviour Theory and Research:
Implications for Teacher Education", 3 . Teacher Educ. 
1 4 , 1 9 6 3 , p p . 2 7 4 -9 3 .
APPENDIX 5
TEACHERS’ QUESTIONNAIRE
Sex. .
Teaching Experience: 
Under 5 years
5-15 years
Over 15 years
The following list has been suggested by a consortium of teachers and College 
f Education lecturers as possible objectives for teachers of 13-18 year olds, 
lease rank them, as you view them in order of importance.
If there are other objectives of importance to you, please add these and 
dicate their positions within the list.
. Training pupils to communicate with others.
. Instruction in the subject
. Training pupils to work co-operatively with others.
. Vocational training
. Developing an understanding of individuals in the class.
. Encouraging creativity
. Helping pupils to become aware of their own strengths and limitations 
. Moral education
. Training of pupils in self-discipline 
. Maintenance of a well ordered classroom
. Encouraging pupils to develop an active enquiring approach to problems, ptc. 
2. Helping pupils to become aware of their responsibilities to the community
ame (Optional).......
osition Held (Optional)
ubject taught .
APPENDIX 6
SCHEDULE OF VARIABLES USED IN THE STUDY
MAIS Scores
Attitudes Motivation
F riends 
Teachers
Reward
Self-realisation 
Curiosity 
Enjoyment 
Social Conformity
Parents
Self
School curriculum 
School organisation 
School materials
Social Background
Social Class 
Family Size 
Position in Family 
. Material level of home 
Daily newspaper taken 
Sunday newspaper taken 
Number of books reported in the home
Reported family visits to museum, art gallery, concert, play, 
respectively.
Parents'.expectation of duration of full-time education 
Extent to whidh parents discuss homework with pupil.
Parents' attitude to homework.
Parents' visit to school to discuss progress.
School Variables 
Absenteeism
Ability and Attainment 
HSPQ Factor B
End of term Mathematics Examination Mark 
End of term Mathematics Grade 
Mathematics Set
Teachers' Evaluations
Mathematics Teacher's Rating on Ability, Effort, Behaviour 
English Teacher's Rating on Ability, Effort, Behaviour 
Overall Grade on Report
Form Tutor's Rating on Ability, Effort, Behaviour.
H5PQ Personality Factors 
See Appendix 10.3
Derived Scores
Parental Support 
Social Class Concomitants 
Teacher Rating of Ability 
Teacher Rating of Effort 
Teacher Rating of Behaviour
Middle School Attended
Variable Codes and range and direction of scoring available in separate 
schedule.
APPENDIX 7.1
COMPOSITION OF 12+ AND 14+ POPULATION FROM IUHICH 
STUDY SAMPLE DRAU1N
Full details available in separate schedule.
APPENDIX 7.2 
COMPOSITION OF STUDY SAMPLE
Full details of sample and explanation of form codings 
separate schedule.
THE MOTIVATION. ATTITUDES AND INTENSITY'SCALES" QUESTIONNAIRE (MAIS)
IS -  Form 1 ©  R. Sumner, 1973 .
MAIS
out this questionnaire i;'
is is a set of statements about schooling and how people feel about 
hool life  and work. . '
structions " " ’ ; '
   .... ' . j 0|
Say as truly as you can whether you agree or disagree with each 
statement. Place a cross in the columns which best suits your V
opinion under ; : i m ;
A for Agree D for Disagree
Only cross the box for U (Uncertain) i f  you are not sure.
; ■ ■. iV.\; *
Read each sentence carefully. Think before giving your answer. Go v 1 
at your own speed. Do not ask anyone else but the teacher for
me . . .......... .   Age . . . . . Y.. . . .  .M VBOY/GIR^
hool^  . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .  Form -
. No.
Teachers always give high marks for good work.
My parents expect me to use a ll my ability at school.
My friends want to know their subjects well. i
Many school subjects give me a great deal of pleasure.
Everyone in the school takes care of the apparatus , n .
and furniture. .
There is no need for teachers to give points to the best , 
workers. . • •
I work hard so that my parents can be proud of me.
- .. i ■; :
Whether or not a lesson is interesting depends on the 
members of the class.
I get l i t t le  enjoyment from using different shapes and 
colours in art and craftwork.
I should do the same as the others i f  they were asked to 
raise money for more library books, camping gear, etc.
I would never do extra work after school hours just to be 
praised by a teacher.
A " D U
Vi
■ :. 'i ■
. »
'■ " 7
■ •
• / i. > -
: ?
-•<*. >i‘ ^Y
' -T • -
i
■ '*i :• ' ' V.
7 •’ ; '' 
> .■ . <
.
•e *
'Y
■ :1
«
. r * •
v
1
My folks consider my ambitions to be beyond my reach.
My friends give more time to amusement than they give to work.
I am never carried away by drama and poetry.
I try to persuade others to join in efforts to raise money for
additional equipment.
The teachers do not really approve of pupils who consult encyclo­
paedias and other works of reference. . ;
My parents believe that I can do well in life even if I am only 
average in school.
My group of friends spends a lot of time talking over their 
difficulties in school.
People can get more fun out of life if they don't bother about 
education.
I would ignore anyone saying that keeping the school tidy is a 
communal responsibility.
Very few parents know whether their children earn school prizes.
My friends know when they have done good work without being told 
by anyone else.
I don't learn much from school subjects.
Schools are not organized so that pupils enjoy them.
I usually keep ny work up to the standard of the best people in the 
class. ’
My parents constantly urge me to get high marks.
I don't particularly try if the others do something well.
I like using encyclopaedias.
Taking part in events arranged by the school is exciting.
There is no need to join in at sports because other people do.
My parents rarely trouble to give me anything when they think I have 
done well.
My friends often discuss whether their talents are equal to their 
ambitions.
Getting on with original work is stimulating and absorbing.
I would spend my spare time helping to arrange a programme of 
enjoyable lessons and activities.
School subjects help us to understand the lives of others.
w parents are convinced that honest effort deserves a reward.
friends always insist on working to their limits.
inking out solutions to problems is of little value.
is impossible for Head teachers to arrange school activities 
that everyone enjoys them all.
e most valuable subjects are those which teach cooperation with 
hers. -
w of my friends know how good work and conduct are rewarded.
do not know what I am aiming at in school.
am seldom interested in a school subject.
w classrooms are pleasant and cheerful.
pi Is here avoid taking part in school events.
friends and I don't care whether ours is the best class in 
e school or not.
try to understand how to improve my standards.
become so IwrappedHQp-nrv some topics that I. can^ t-leave “them-
one. ’ ’ -
enjoy using the books and materials available in school.
w pupils try to come to school smartly dressed.
would work with my friends in an effort to win a trophy.
ere is no need to work continually to make up for lack of
tural ability. _
quickly lose interest when new topics become difficult.
oiling the school's equipment would not make me miserable.
ould lika to lead a group discussion on ways of improving the
hool.
e of iqy friends think we should devote ourselves to getting 
in life.
major purpose of education is to give us knowledge of cur­
ves.
re is no real need to investigate the methods of successful 
‘ters and craftsman.
ils should be glad to look after their desks and books 
perly.
ryone should support the aims of the school by obeying the rules.
L
There is no need to gain qualifications at school.
My mind wanders when I try to think hard.about a problem.
I often ask questions about how the school is run.
I disliked most teachers when I first came to secondary school.
I would like to do at least as well as my parents.
By trying all the time I can earn a good report.
I invariably aim for higher standards in my subjects.
The problems of organizing school life do not concern me.
I do my best when I am forced to work steadily by the teacher.
My family feel that they should come to school events when 
they are invited.
Low marks don't worry me.
I would study a subject in r\y spare time to show myself I could 
do it. :: •
I am reluctant to spend"extra time on school projects.
Few teachers make lessons enjoyable by finding humorous examples 
in the work. • ' • : r :
t^sclioofh-ithat it is necessary to. volunteer their help for1
My sole ambition is to win the highest possible awards in 
school and life.
I doubt that I have a duty to develop my talents to the
highest levels the school can make possible.
The timetable should give pupils periods when they can study 
hard at subjects they choose. •
I like teachers who show us the beauty of literature,;music, and 
rts and crafts.
Ay parents believe that they have a duty to the school.
will not get a prize even if I come top in a subject.
he school does little to set good standards of work.
he specially equiped rooms are only moderately interesting to me
y folks do not think that studying is enjoyable.
ost pupils dislike the way the teachers talk to us.
can help out my pocket money by selling the things I make • •
n school.
I try to avoid responsibility.
School would be less interesting if we were not allowed 
to use modern equipment and books.
It will be fun to have my parents watch me in an event 
at school.
Most of the teachers try to work with everyone, not just 
those who work hard.
Success in life is guaranteed by doing well in school subjects.
Many school activities, outside lessons, are organized so that 
I can experience new satisfactions.
The equipment and apparatus in this school do not help a pupil 
to develop his interests more fully.
My parent's approval when I do well at school always makes 
me happy.
I would seldom accept a teacher's invitation to join an extra­
study group.
Our studies show which positions in the community arp worth..
having.*
It is important for the school to involve a pupil in a great' 
number of activities; e.g. house, societies, and sports teams.
I dislike experimental and creative work which calls for 
ingenuity in the use of equipment.
Young people and their parents should often enjoy themselves 
together.
The teachers are wrong to expect us to co-operate all the time. 
The school has a punishment system for those who deserve it.
1 do not know if the books and equipment in my school are any
good.
ome teachers never bother to explain how to do things, 
enjoy school only because I can meet my friends there, 
seldom keep up with the others.
he school prizes and awards are not worth working for.
don’t really care about the quality of the materials we 
se in school.
t is less trouble to let the teacher correct my mistakes 
han co put them right myself.
Those who do well in lessons are often ragged by their classmates.
I avoid doing what the school expects of me, if I can.
I often endure punishment for my behaviour arid work. !!
I doubt if I would be keen to snow visitors the .school >;and its • - t
equipment. r ‘ : ' ‘ 1
Lessons which the teacher runs as class discussions are the ones r
‘n which I learn most. - .•••< ,..
y friends think that helping to run. societies is boring and dull .
earning how to help other people is totally unnecessary. •,
completely approve of this school's methods of rewards and 
unishments.
do not believe that the use of apparatus and equipment has played 
n important part in my education.
e should try to tackle problems in the same way as our teachers.
y friends think that the best way to learn is to have lessons
hich give pleasure to everyone in the class.
veryone should think of the good name of the school.
know what the school award winners get for prizes. : ■ cc;
ur teachers work hard for us.
can learn a lot from my father and mother. . ’ '
hen I enjoy a subject I work as hard as,I can. 
ost of my friends look on school as a drag.
would work to win a good book, a set of instruments, or a certificate.
work has improved because the teachers have always been helpful.
find that my father (or mother) does not share my interests.
arning and fun can always go together. . , :»
always prefer my friends to think of me as a hard worker rather 
an a good sort.
would help with a school fair so that the school could buy prizes 
r good work. ........ - -
e Head teacher is not interested in my performance at school.
family take care not to interrupt my studies at home.
delight in the fun of debates and discussions.
usually prefer my friends' company to working at a subject on 
own.
Our parents pay to keep up this school, so it is up to us to
get full value from coming here.
I find that I can respect teachers because they have qualified
at university or college.
fty parents are convinced that one must be thoughtful to get the 
best out of life.
I rarely make a point of remembering lessons full of laughs.
It is against my principles .to do better than my friends.
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APPENDIX 8.3
MAIS Total Scores - Means and Ranges
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APPENDIX 8.3
MAIS TOTAL SCORES, MEANS AND RANGES
Graph 2
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PROFILE OF MAIS SUB-SCALE MEAN SCORES
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Graph 2 - Second Year Girls
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Graph 3 - Fourth Year Boy3
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Graph 4 - Fourth Year Girls
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APPENDIX 8.4 continued 
Graph 5 - Sumner's Data
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APPENDIX 8.4 continued
Graph 6 - ILEA Data
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'Qu e s t io n n a ir e .'
Brothers Sisters
How many brothers end sisters 
have £ou ?
How many older than you ?
How many younger than you ?
What is your father's job ?
What sort of work does he do ?
Is he in charge of other workers ?
If so , how many ?
most of the following questions please put e tack in 
appropriate box.
I live in a
Our home is
Terraced house
Semi-detached house or bungalow 
Detached house or bungalow 
Flat
Rented
Owned by my parents
The following papers are brought into our house regularly
Daily <<»>Times
Telegraph 
itf)Kail 
K.cf) Express 
l<?> Sun 
rf'Mirror
Morning Star 
(hi Others-please name
*bNone
Sunday <o)News of the World 
ti>> Express 
tcJPeople 
(c/^ Times 
(e)Mirror 
Telegraph 
\ 9* Observer 
(MOthers-please name
(i^Wone
icri
i t 1
iCl
ycl:
t *
13}
i f ) ) 
0 )
■ o’ 
i h
(C:
<:/
(p
(h>
. i)
Bo you have any books in your home ( belonging 
either to you or anyone else in the family)?
None________________________________________ _ ____
Less then a dozen-------------------------- - ---
More than 12 but less then 50 :----
Over 50 but less than 100 !____
Over 100  _
Have you been to any of these places with your parents 
during the past year ?
Museum ' _____
Art Gallery  ;
Concert 1
Play
At what age do your parents expect you to finish 
full-time education ?
At what age do you want to finish full-time 
education ?
My parents discuss school work with me often
sometimes
seldom
never
My parents say about homework: It must be done
Its up to you to cope withdt 
Its nothing to do with us
My parents visit the school to discuss my progress _____
often ____
sometimes ____
seldom ____
never
APPENDIX 9.2
THE FRIENDSHIP QUESTIONNAIRE
Page 3.
18. Please write down the names of the friends (a»mo--o<ue)
you go round with most at school. No more then 5*.
Name Registration group.
19. If there is someone in school (a pupil) you don't 
get on with, please write their names. Not more thsn 
two boys and two girls.
Girls Boys
Name Group Name Group
£. Which boy and girl in your year do you dislike most? 
If you don't dislike anyone , leave blank.
24. Who is your best friend (-sam^-stMe) ?
Name ______
Group if in this school ______
Name of school if not
Tick here if at work. | ]
2 W h o  a r e  t h e  b o y s  a n d  g i r l s  w h o  t a k e  t h e  l e a d  in y o u r  
c l a s s e s  , t h e  o n e s  w h o  r u n  t h i n g s  a d d  a r e  l o o k e d  u p  to. 
*  N A M E  G R O U P
3 W h o  <BBi d o n t  lead, w h o  a r e  i g n o r e d  a n d  g e t  t e a s e d  ? 
N A M E  G R O U P
APPENDIX 10.1 
PERSONALITY QUESTINNAIRE
The Dr. Sr0 HSPQ Form A, 1968-69 Edition was used.
This is printed and distributed by NFER Publishing Company Ltd. 
2 Dennings Buildings, Thames Avenue, Windsor, Berks., England, 
by permission of the Institute for Personality and Ability 
Testing, Illinois. It consists of 142 statements or questions 
to be checked or answered a), b) or c).
APPENDIX 10.2
HSPQ FIRST ORDER FACTORS
Psychological Meaning of the Fourteen Primary Source 
Traits
Full schedule in Cattell and Cattail (1969), pp. 26-35.
555.
APPENDIX 10.3
HSPQ - TITLES AND SYMBOLS FOR DESIGNATING THE FOURTEEN
DIMENSIONS______________________
Low S ten Score Alphabetic High S lcn  Score 
D escription D esignation D escription 
(1—3) of F actor (8—-10)
P rofessional • 
Term  
Popular 
Terms
(A—) Sizothym ia
Reserved, detached, critical, aloof,
stiff
A A ffectothym ia
Warmhearted, outgoing, easygoing, 
participating
Professional
Popular
(B—) Low intelligence 
(C rystallized, power m easure) 
Dull
B H igh intelligence 
(C rystallized , pow er m easure) 
Bright
Professional
Popular
(C - ) Lower ego stren g th
Affected by feelings, emotionally
less stable, easily upset, changeable
C H igher ego s tren g th  
Emotionally stable, m ature, faces 
reality, calm
Professional
Popular
( D - ) Phlegm atic tem peram ent 
Undemonstrative, deliberate, 
inactive, stodgy
D E xcitab ility  .
Excitable, im patient, dem anding, 
overactive, unrestra ined
Professional
Popular
( E —) Subm issivcncss
Obedient, mild, easily led, docile, 
accommodating
E Dominance
Assertive, aggressive, competitive,
• stubborn
Professional
Popular
( F —) D csurgcncy
Sober, tac itu rn , serious
F Surgcncy
Enthusiastic, heedless, 
happy-go-lucky
Professional
Popular
( G - ) W eaker superego s tren g th  
Disregards rules, expedient
G S tro n g er superego s tren g th  
Conscientious, p ersis ten t, 
m oralistic, sta id
Professional
Popular
(H —) T hrectia
Shy, tim id, th reat-sensitive
H P arm ia
Adventurous, “thick-skinned,** 
socially bold
Professional
Popular
<I-> I ln rr ia
Tough-minded, re jects illusions
I Prcm sin
Tender-minded, sensitive, 
dependent, ovcrprotccted
Professional
Popular
< J - ) Zeppia
Zestful, liking group action
J C oasthenia
Circumspect individualism, 
reflective, in ternally  restra ined
Professional
Popular
< 0 -) U ntroubled adequacy 
Self-assured, placid, secure, 
complacent, serene
0 G uilt proncness 
Apprehensive, self-reproaching, 
insecure, worrying, troubled
Professional
Popular
<Q2- ) Group dependency
Sociably group dependent, a  “joiner'*
and sound follower
q 2 Self-sufficiency
Self-sufficient, resourceful, prefers 
own decisions
Professional
Popular
<q8-> Low self-sentim ent in teg ration  
Uncontrolled, lax, follows own 
urges, careless of social ru les
Qa H igh stren g th  of se lf-sen tim ent 
Controlled, exacting will power, 
socially precise; compulsive, 
following self-im age
Professional 
Popular ■
<Q«-) Low crgic tension 
Relaxed, tranquil, torpid, 
u n fru stra ted , composed
Q4 High erg ic tension
Tense, driven, overwrought, fretful
Source: Cattell and Cattell (1969), page 7.
APPENDIX 10.4 
HSPQ - THE NATURE OF SECOND ORDER FACTORS
Researches have identified seven or eight second-stratum source 
traits. There is less evidence concerning the nature of the 
three factors labelled Q^, Q^^ and Qyjjj*
For descriptions of the Second Stratum Factors see Cattell and 
Cattell (1969), pp. 38-39.
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APPENDIX 11.1 
A TYPOLOGY OF PUPIL STYLES
The major behavioural discrepancies between pupils of the same type 
who are being taught by different approaches are set out below.
■ T   * |Type I
This type o f pupil exhibits a much greater frequency o f w ork !
related activity in formal classrooms but less work related inter­
action. There are extremely large differences in classroom move­
ment and fidgeting, the pupils showing less movement and more i
fidgeting in formal classrooms and the opposite in informal class­
rooms.
Type 2
l :ew differences emerge for pupils in this group. They tend to ' i 
gossip most in informal classrooms, but more perturbing is the 
much higher frequency o f negative behaviour found among such 
pupils under informal teaching.
Type 3
These pupils tend to interact more w ith  other pupils in informal 
settings, but the greatest discrepancies occur in classroom move- j
ment, fidgeting and negative behaviour. Movement and negative j
behaviour are more prevalent in informal classrooms, whereas j
more fidgeting appears in the formal situation. j
Type 4
The feature o f greatest concern here is that these pupils were ob- 1
served to be involved in four times as much work activity in 
formal as in informal classrooms. They also have a greater frc- j
qucncy o f contact w ith  the teacher in the formal setting, together i
w ith  a higher level o f fidgeting. j
Type 5 ' ,
These pupils work less, interact w ith  fellow pupils more, and have |
less contact w ith  the teacher in informal classrooms. Negative 1
behaviour is more prevalent here also.
Type 6
Few- large differences occur fo r this group although they tend to 
move less and fidget more in  formal classrooms.
Type  7
The self-perceived sinners w ork less and interact w ith  peers 
much more frequently under informal teaching. Most o f the dis­
crepancies in other behavioural categories are fairly marginal.
Type 8
The self-professed saints work much more, interact far less and 
enjoy a greater amount o f teacher contact in formal classrooms. 
The extent o f negative behaviour is also less in such settings.
Source: Bennett (1975, p. 146-7).
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APPENDIX 11.2 
A TYPOLOGY OF TEACHING STYLES
Tuelv/e teacher styles were identified by cluster analysis as 
follows:
Type i
These teachers favour integration o f subject matter, and, unlike 
most other groups, allow pupil choice o f work, whether under­
taken individually or in groups. Most allow pupils choice o f 
seating. Less than half curb movement and talk. Assessment in 
all its forms -  tests, grading, and homework -  appears to be 
discouraged. Intrinsic motivation is favoured.
Type 2
■ These teachers also prefer integration o f subject matter. Teacher 
control appears to be low, but the teachers oiler less pupil choice 
o f work. However, most allow pupils choice o f seating, and only 
one th ird curb movement and talk. Few test or grade work.
Type 3
The main teaching mode o f this group is class teaching and 
group work, integration o f subject matter is preferred, and is 
associated w ith  taking their pupils out o f school. These teachers 
appear to be strict, most curbing movement.and talk, and 
offenders are smacked. The amount o f testing is average, but the 
amount o f grading and homework below average.
Type 4
These teachers prefer separate subject teaching but: a high pro­
portion allow pupil choice o f work both in group and individual 
work. None scat their pupils by ability. They test and grade 
more than average.
Type j
A  mixture o f separate subject and integrated subject teaching is 
characteristic o f this group. The main teaching mode is pupils 
w orking in  groups o f their own choice on tasks set by the teacher.
Teacher talk is lower than average. Control is high w ith  regard to 
movement but not to talk. Most give tests every week and many 
give homework regularly. Stars are rarely used, and pupils arc 
taken out o f school regularly.
Type 6
These teachers prefer to teach subjects separately w ith  emphasis 
on groups working on teacher-specified tasks. The amount o f 
individual work is small. These teachers appear to be fairly low 
on control, and in  the use o f extrinsic motivation.
Type 7
This group arc separate subject orientated, w ith  a high level o f 
class teaching together w ith individual work. Teacher control 
appears to be tight, few teachers allow movement or choice o f 
seating, and offenders arc smacked. Assessment, however, is low.
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Type 8
This group o f teachers has very similar characteristics to those o f 
type 5 , the difference being that these prefer to organise the work 
on an individual rather than a group basis. Freedom o f move­
ment is restricted, and most expect pupils to be quiet.
Type 9
These teachers favour separate subject teaching, the predominant 
teaching mode being individuals working on tasks set by the 
teacher. Teacher control appears to be high; most curb move­
ment and talk, and seat by ability. Pupil choice is minimal, 
regular spelling tests are given, but few mark or grade work, or 
use stars.
Type io
A ll these teachers favour separate subject teaching. The teaching 
mode favoured is teacher talk to whole class, and pupils working 
in  groups determined by the teacher, on tasks set by the teacher. 
Most curb movement and talk, and over two thirds smack for 
disruptive behaviour. There is regular testing and most give 
stars fo r good work.
Type ii
A ll members o f this group stress separate subject teaching by 
way o f class teaching and individual work. Pupil choice o f work 
is minimal, although most teachers allow choice in  seating. 
Movement and talk are curbed, and offenders smacked.
Type 12
This is an extreme group in  a number o f respects. None favour an 
integrated approach. Subjects arc taught separately by class 
teaching and individual "work. None allow pupils choice o f seat­
ing, and every teacher curbs movement and talk. These teachers 
arc above average on all assessment procedures, and extrinsic 
motivation predominates.
The types have been subjectively ordered, fo r descriptive 
purposes, in  order o f distance from the most ‘informal’ cluster 
(type l). This suggests that they can be represented by points 
on a continuum o f ‘in form al-form al’, but this would be an 
over-simplification. The extreme types could be adequately des­
cribed in  these terms, but the remaining types all contain both 
informal and formal elements.
Source: Bennett,(1975, p. 45-47).
APPENDIX 12.1 
VIDEO-SEQUENCES AND CLASSIFICATIONS
Vid A Flid Positive Concealed Directive
Vid B Trad-Negative (Weak) Failed Authoritarian
Vid C Mid-Positive Informal, Matey
Vid D 
(female)
Trad-Positive Gentle Martinet
Vid E Trad-Negative (Verbal Abuse) Impatient Intellectual
Vid F Mid-Negative Failed Liberal
Vid G Trad-Negative (Strong) Combative Authoritarian
Vid H Mid-PositiVe Matey Authoritarian
Vid I Trad-Negative (Weak) Failed Autocrat
Vid 0 Mid-Positive Humans Disciplinarian
Vid K Mid-Positive Reinforcing
Vid L 
(female)
Prog.-Positive Straight, Warm
Vid FI Trad-Positive Humorous Authoritarian
Vid N Trad-Negative (Strong) Aggressive Authoritarian
Vid 0 Prog.-Negative Hearty Insensitive
Vid P 
(female)
Trad-Negative (Weak) Emotional Autocrat
Vid Q Prog.-Negative (Weak) Weak Pawn
Vid R Trad-Negative (Strong) Regimental Sergeant Major
Vid S Mid-Positive Urbans
Full descriptions available in separate schedule.
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APPENDIX 12.2 
SENtENCE COMPLETION EXERCISE
S C H O O L  . A o e  , . . ( F o r m  .......  »•
B o y  or G i r l  . M a t h s  set . . . . . . . .
I T E M .............
T h i s  t e a c h e r  i s ......
t In h i s / h e r  c l a s s  I w o u l d  ....
I w o u l d / w o u l d  n o t  e n j o y  b e i n g  in t h i s  t e a c h e r * s  c l a s s  b e c a u s e  ....
It w o u l d / w o u l d  not b e  e a s y  to l e a r n  f r o m  t h i s  t e a c h e r  b e c a u s e  ....
/ ' <>
M o s t  p u p i l s  w o u l d / w o u l d  n o t  l i k e  this t e a c h e r  b e c a u s e  ....
I w o u l d / w o u l d  not b e h a v e  w e l l  f o r  t h i s  t e a c h e r  b e c a u s e  ....
APPENDIX 12.3 
'IDEAL TEACHER1 QUESTIONNAIRE
M y  i d e a l  t e a c h e r  w o u l d  be ...........
My l e a s t  l i k e d  t e a c h e r  w o u l d  b e  ........
I a g r e e / d i s a g r e e  t hat it is u p  to the t e a c h e r  t o  m a k e  the c l a s s  
w o r k  a n d  b e h a v e  w e l l  b e c a u s e  ......
P u p i l s  s h o u l d / s h o u l d  not a l s o  b e  r e s p o n s i b l e  for t h e i r  v/ork 
a n d  b e h a v i o u r  in c l a s s  b e c a u s e  ......
APPENDIX 12.4
SCHEDULE OF RESPONDENTS TO VIDEO-SEQUENCES, BY 
SCHOOL AND AGE
Available in separate schedule.
APPENDIX 12.5 
SCHEDULE OF RESPONDENT GROUPS FOR CONTENT ANALYSIS
Available in separate schedule.
APPENDIX 12.6 
CHI-SQUARE ANALYSES OF CATEGORY RESPONSES
Table of Group Differences in Response to Selected Video Sequences
l/ideo-Sequence Group
Factors
Response Categories 
Control Quality of 
Teachinq
Personal
Characteristics
M-Trad.Positive School ns ns ns
Age ns 12+>14+ ns 14+>12+ ns
Sex ns ns ns
B-Trad.Negative School ns ns ns P>T
(weak) Age ns ns ns
Sex 4.4* G> B ns 3.4° B>G
R-Trad.Negative School ns ns P>T 7.6** T>P
(strong) Age 3.1° 12+>14+ ns 6.5* 14+>12+
Sex ns ns ns
A-Mid.Positive School ns ns ns
- Age ns 12+>14+ 6.4* 14+>12+ ns
Sex ns ns ns
C-Mid.Positive School ns ns ns
Age 7.4** 12+->14+ ns 14+>12+ ns
Sex ns ns ns
0-nid.Positive School ns ns ns
Age ns ns ns
Sex ns ns G>B hs
S-Mid.Positive School 7.6** T>P ns 8.0** P M
Age ns 12+>14+ ns ns 14+>12+
Sex ns ns ns
L-Prog.Positive School ns ns P>T 2.9°
Age ns 3.7° 14+>12+ ns
Sex ns ns ns
** : p<0.01 * : p <0.05 p <0.10
The direction of scoring has been indicated for the above significance 
levels and also where the level of significance lies between 0.20 and 0.10.
APPENDIX 13.1
TWELVE TEACHER STYLES DEPICTED IN PREPARED CARTOONS - 
VERBAL DESCRIPTIONS
Number of cartoo
Warm, helping, child-centred 2
(Warm, understanding, friendly)
Disapproving, blaming, harsh 1
(Aloof, egocentric, restrictive classroom behaviour)
Permissive, easy-going 7
(Child-centred, (permissive) educational viewpoint)
Constantly admonishes, 'child, sit still be quiet1 3
(Learning-centred, (traditional) educational viewpoint)
Democratic, encouraging discussion 6
(Favourable opinions of democratic classroom procedures)
Authoritarian with a strict, firm manner 5
(Unfavourable opinions of democratic classroom procedures)
Uses praise and rewards frequently 12
(Favourable opinions of pupils)
Relies on punishment to obtain good work and good behaviour 9
(Unfavourable opinions of pupils)
Organises purposive, worth-while, exciting activities 4
(Responsible, business-like, systematic)
Projecting, extraverted 8
(Stimulating, imaginative)
Explains well 10
(Superior verbal understanding)
Has a sense of humour H
The top line of each description is a summary of the 'type-casting' 
agreed upon by the writer and cartoonist. The descriptions in parentheses 
are derived from Ryans (i960) work.- The numbers on the right hand side 
indicate the order in which the cartoons were presented to the pupils for 
sorting.
APPENDIX 13.2
TWELVE CARTOONS OF TEACHER STYLES
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APPENDIX 14.1
PUPILS1 PREFERRED LEAV/ING AGES, TABLES 1-8
Table 1 Tradley 2 Boys
Table 2 Tradley 2 Girls
Table 3 Tradley 4 Boys
Table 4 Tradley 4 Girls
Table 5A Progmor 2 Boys (by Maths. Marks)
Table 5B Progmor 2 Boys (by Maths. Grade)
Table 6A Progmor 2 Girls (by Maths . Marks)
Table 6B Progmor 2 Girls (by Maths . Grade)
Table 7 Progmor 4 Boys
Table 8 Progmor 4 Girls
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APPENDIX 14.2
PERCEIVED PARENTS1 CHOICE OF LEAVING AGE, 
TABLES 1-1 TO 8-1
Table 1-1 Tradley 2 Boys
Table 2-1 Tradley 2 Girls
Table 3-1 Tradley 4 Boys
Table 4-1 Tradley 4 Girls
Table 5A-1 Progmor 2 Boys (by Maths. Marks)
Table 5B-1 Progmor 2 Boys (by Maths. Grades)
Table 6A-1 Progmor 2 Girls (by Maths . Marks)
Table 6B-1 Progmor 2 Girls (by Maths . Grades)
Table 7-1 Progmor 4 Boys
Table 8-1 Progmor 4 Girls
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STATISTICAL APPENDICES
APPENDIX SI
STATISTICAL PACKAGE FOR THE SOCIAL SCIENCES (SPSS)
This is an integrated system of computer programs for analysing social 
service data. The following sub-programmes have been used in this study:
1. COMPUTE:
2. CODEBOOK:
3. CROSSTABULATIONS:
4. BREAKDOWN:
5. NONPARCORR:
6. MULTIPLE REGRESSION 
ANALYSIS:
For variable transformation of HSPQ First Order .
Factor Scores to Second Order Factor Scores.
For computation and presentation tables of one-way 
frequency distributions. The use of the default 
option allowed the system to delete cases which had 
values defined as missing from the computation of 
the statistics. The computed statistics were thus 
based only on those cases which had values which 
had not .been defined as missing.
For computation and display of two-way to n-way cross- 
tabulation tables Option 1 was used; which allowed 
values declared as missing to be included in the 
table.
A technique for examining mean standard deviations 
and variances of a criterion or dependent variable 
among various sub groups in a sample or total 
population.
The default missing data option was used; cases were 
omitted from the computations for any table where the 
value of any variable in that table was missing.
For computation of the Spearman and/or Kendall Rank 
Order Correlation Coefficients. The options chosen 
caused the sub-program to include all cases in the 
calculation of the correlation coefficients regardless 
of any missing data values which had been defined.
This provides an extension of the use of bivariate 
correlation coefficient to multivariate analysis.
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APPENDIX SI continued
It permits study of the linear relationship between 
a set of independent variables and a number of 
dependent variables while taking into account the 
inter-relationships among the independent variables. 
Stepwise regression was applied to obtain a print out 
of the independent variables which would provide the 
best prediction possible, using the fewest independent 
variables. Use of Option 1 caused the sub program to 
include all cases in the calculation of the correlation 
coefficients regardless of any missing data values 
which were defined.
7. FACTOR ANALYSIS: A technique to reveal the existence of patterns of
relationships. The data may be ’re-arranged1 or 
’reduced' to a smaller set of factors or components 
that may be taken as source variables which account 
for the observed inter-relationships in the data.
The method adopted for the factor solution of the 
data obtained from the Social Background Questionnaire 
was that of principal factoring with iteration (PA2) 
and varimax rotation. The missing value indicators 
were ignored so that all the data could be entered 
into the correlation computation on which the factor 
analysis was based. The use of this option in the 
program is equivalent to deleting all references to 
missing values of the variables being entered.
Source: Nie et al (1970)
APPENDIX S.2 
AUTOMATIC INTERACTION DETECTOR (AID)
The above computer program was developed by Sonquist and Morgan (1964) 
motivated by the belief that "the multivariate statistical techniques in 
common usage are often inadequate for the analysis of the rich body of data 
from a cross-section survey, Preface p(iii) and that "In many social 
science research situations the problem in the data analysis is to determine 
which of the variables are related to the phenomenon in question (under what 
conditions and through what intervening processes) but may not necessarily 
involve the exact testing of specific hypothesis", (p.l)
The general principle of the programme is "an application of a pre­
stated, if complex, strategy simulating the procedures of a good researcher 
in searching for the predictors that increase his power to account for the 
variance of the dependent variable (Revised Edition, 1974, p. l). The 
programme is based on the principle of least squares with the focus on power 
in reducing error rather than establishing significance. The analysis 
employs a non-symmetrical branching process, based on analysis of variance 
techniques, to sub-divide the sample into a mutually exclusive series of 
sub-groups. Every observation is a member of one of these sub-groups, which 
are chosBn so that at each step of the procedure, the means of the sub-groups 
account for more of the total sum of squares than do the means of any other 
pair of sub-groups. Linearity and additivity assumptions are not required. 
The process terminates when certain requirements are met. These requirements 
are made a) to prevent groups with little variation in them, or small 
number of observations, or both, from being split
b) to prevent splitting where no variable exists which is 
'useful' in reducing the predictive error of the group
c) to determine when the number of currently unsplit groups 
exceeds a specified input parameter.
Source: Sonquist and Morgan (1964, Re-printed 1970); Sonquist, Baker and 
Morgan (1971, Revised 1974).
APPENDIX S.3
USE OF COEFFICIENT ALPHA
Coefficient Alpha is used to obtain rapid reliability estimates for 
scales derived from either factor or cluster analysis. The number of 
items required to measure each dimension at an appropriate level of 
reliability is determined. Simple unweighted summation can be used to 
calculate scale scores.
To select the best items for the scale, all the items are ordered 
in terms of (the initial correlation of each item with the rest of the 
items). This gives the order in which they are to be discarded to preserve 
the maximum possible r ^  and alpha values for the remaining item. Thus 
convergence towards items with high internal consistency, representing 
the core of each factor being measured, is secured. The results of 
computations for selecting the best items for the two factors, Parental 
Support, and Class Concomitants are given below:
Parental Support 
(Factor l)
1 2 3 4 5 6
Pupils Ex- Homework Visit to Homework No. of Cultural -
pectations Compulsion School discussed books visits ij Alph
in home_______.__________
1.
2. .59 .59 .74
3. . 63 .74 .68 .87
4. .67 .75 .83 .76 .93
5. .69' .76 .81 .86 .76 .94
6. .70 .77 .81 .86 .96 -.82 .96
The scores on the six variables were used to compute the Parental Support score
Class Concomitants 
(Factor 2)
1 2 3 
Pupils1 Expectations Social Class Sunday Paper______r_____Alpha_____
1.
2. .31 .31 .47
3. .37 .26 .31 .57
4. .43 .35 .58 .45 .77
The scores on the three variables were used to compute the Class Concomitants 
score.
APPENDIX S.4
MANOVA
The ULCC Multivariate Statistical Package HANOVA was accessed 
for the following sub-routines:
1) FACTOR - This subprogram was used with MAIS Total Scores 
to produce a principal components analysis and varimax- 
rotated factor loadings.
2) MANOV/A - This subprogram was used with MAIS Total and 
Sub-scale‘Scores. It provided multivariate analyses of 
variance, F-values and significance levels of main and 
interaction effects.
Source: Fowler (1971)
APPENDIX S . 5
COMPUTER PROGRAM FOR ANALYSING REPERTORY GRID DATA :
McQUITTY1S HIERARCHICAL SYNDROME 
ANALYSIS
This program was used to classify the group of video items into a 
hierarchical system of clusters so that the members of every cluster had 
a maximal number of common characteristics and in such a manner that 
the minimal number of clusters were formed, i.e. every item in any 
component had to possess a set of characteristics unique to the other 
items of the cluster, while any item not in the cluster did not possess 
all of the characteristics, although it might have possessed some of 
them.
A technique was used to re-order the obtained hierarchy so as to 
unwind each cluster to its original items creating a string of items.
The re-ordering achieved maximal relationship between components. The 
final string of the elements and that of the constructs were used to 
re-sort the raw data matrix to show how differentiated the elements 
(the video-items) were by the constructs. The structure of each re­
ordered hierarchy was printed in graphical form with the percentage 
linkage indicated on the left hand side of the element or construct 
numbers.
A similar process was used with the construct data; the final 
analysis showed how differentiated the constructs were by the elements 
(the video-items).
Source: McQuitty (i960) cited in Manual for Kelly Grid Analysis Program, 
Brunei University, Computer Document IA-REST.
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